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Praise for the 1st edition 


‘Iam very impressed with the success of Professor Davies in producing this excel- 
lent book together with a group of top writers, scholars and developers in this area 
of school leadership.’ 

Professor Yin Cheong Cheng, Vice-President, Asia Pacific Educational Research Association 


‘The strength of the book lies in its accessibility to both dipping and serious read- 
ers; those with a vague interest in the general field of leadership and those who 
want to identify, pursue or hone a particular leadership style. What the editor does 
not offer is another book of leadership styles for their own sake, nor does he set one 
style against another but acknowledges an array of leadership styles to grow lead- 
ers of sustainable schools in differing circumstances and environments. A clearly 
structured, essential text for anyone serious about leadership.’ 

ESCalate 


‘The Essentials of School Leadership contains many of my favourite writers on edu- 
cational leadership, Brent Davies, Andy Hargreaves, Kenneth Leithwood, Robert 
Starratt and Linda Lambert. I like to keep fresh by following their thinking, and I 
wasn't disappointed, finding writing that is insightful and mostly practical.’ 
Professor David Loader, Australian College of Educators 


‘Educational reform is entering a new phase. In many educational systems there is 
a move from “national prescription”, which has produced significant gains in the 
short term to a focus on “schools leading reform”. Here the promise is of more sus- 
tainable development in the medium term, but this is crucially dependent on the 
quality of school leadership.’ 


In his new book The Essentials of School Leadership, Brent Davies and his collab- 
orators offer us a comprehensive, reflective yet eminently practical review of the 
approaches to school leadership that underpin the continuing rise in educational 
standards and the building of professional capacity in our schools.’ 

Professor David Hopkins, HSBC iNet Chair of International Leadership and formerly the 
Chief Adviser to three Secretary of States 


In conclusion this is an excellent collection of writers and their ideas. It is difficult 
to think where else such a resource would be available under one cover, An inspir- 
ing and valuable book that school leaders should read.’ 

International Journal of Educational Management 


‘Davies’ style is lucid, pithy, well-written and wonderfully accessible to busy school 
leaders, who wish to develop a thoughtful, successful approach to improving 
schools.’ 

Tim Brighouse, adviser to the Hamlyn Foundation aud visiting professor at the Institute 
of Education, University of London. 
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Editor 


Dr Brent Davies is Professor of Leadership Development at the Univer- 
sity of Hull, UK. He is also a Professorial Fellow at the University of 
Melbourne, Visiting Professor at the Institute of Education (London 
University), Special Professor at the University of Nottingham and a 
Faculty Member of the Centre on Educational Governance at the Uni- 
versity of Southern California. Brent spent the first ten years of his 
career working as a teacher in South London. He then moved into 
higher education and now works exclusively on leadership and man- 
agement development programmes for senior and middle managers in 
schools. He was Director of the International MBA in School Leader- 
ship at Leeds Metropolitan University. He moved to the University of 
Lincolnshire and Humberside to establish the first Chair in Educational 
Leadership and to create the International Educational Leadership Cen- 
tre. He moved to the University of Hull in 2000. He has published 
extensively and his recent books include: The Handbook of Educational 
Leadership and Management (Pearson, 2003), Strategic Direction and 
Development of the School (Routledge, 2003) and School Leadership in the 
21st Century (Routledge, 2005). Leading the Strategically Focused School 
(Sage, 2006), Developing Sustainable Leadership (Sage, 2007) and Passion- 
ate Leadership, with Tim Brighouse (Sage, 2008). He has written 21 
books and over 80 articles on school leadership and management. His 
current research interests include strategic leadership, creating the 
strategically focused school and the emerging public-private sector in 
education. Brent has lectured widely in the UK, Australia, New Zealand 
and the USA, giving seminars and workshops to school principals on 
school leadership. (brent@leadership1.wanadoo.co.uk) 
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National Foundation for Educational Research. It was during this time 
that he worked on several projects on school leadership, including the 
well known study (with Dick Weindling) on newly appointed second- 
ary headteachers (Weindling and Earley, 1987). His central research 
interest has remained leadership and leadership development and he 
has recently completed a series of studies of school leadership in both 
the state and private sectors. Other research interests include school 
governing bodies, school inspection, self-evaluation and professional 
development. Current research projects include the role of professional 
development in high performing schools and studies of fast-track 
or accelerated leadership development programmes such as ‘Future 
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From 2000-05 he was an accredited external adviser to governing 
bodies on head teacher performance management. Until recently he 
was a school governor and a member of the executive of the National 
Governors’ Association. He is an editorial board member of several 
journals including the practitioner journal Professional Development 
Today. He has published widely in the field of school leadership and 
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The essentials of school leadership 


Brent Davies 


Writing for, and editing, the second edition of this book has presented 
me with the opportunity to act on feedback from readers of the first 
edition. The intention of the first edition, and indeed this edition, was 
not to describe every facet of leadership nor to put a new adjective 
before leadership. The purpose is to engage readers with some of the 
major themes in the leadership literature to enable them to reflect on 
their own leadership skills and abilities. Many school leaders have told 
me that their senior teams have used the book as a leadership develop- 
ment vehicle. They have used the chapters in the book, usually one per 
term, as focused reading for the team to enable them to discuss key 
aspects of leadership. This has provided them with the opportunity to 
build common understanding and reflect on how they wish to develop 
leadership in the school. It is this perspective and approach that under- 
pins the second edition. To continue the leadership discussions all 
chapters now have four key readings at the end to extend the debate 
should readers wish to do so. 

The book seeks, therefore, to provide a contemporary introduction 
to, and development of, key dimensions of leadership. For each of the 
dimensions each chapter aims to: 


e be an introduction to that particular perspective 

= be an explanation of the key concepts and ideas about that particu- 
lar dimension of leadership 
be a stimulus to engage the reader in a reflection of the significance 
and application of that type of leadership to their current practice 
provide a set of key readings to further extend that particular leader- 
ship topic. 


This second edition of the book has continued the remarkable oppor- 
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tunity for me to engage with key educators whose work | have admired 
and from which I have drawn insights and inspiration in my profes- 
sional career. The book brings together a unique set of ‘leadership 
voices’ to explore the contemporary nature of school leadership. It 
aims to bridge the gap between the academic and professional world by 
providing, in an accessible form, a leadership understanding to assist 
those undertaking a leadership role or those working with leaders. To 
this end the book is aimed at leaders in schools and those aspiring to 
leadership, together with those in the academic community who are 
engaged in leadership development work in schools. 

Defining leadership can draw on many sources and be seen from many 
perspectives. My daughter Rhiannon, a Doctor of Psychology from Edin- 
burgh University who works as a clinical psychologist, would probably 
think leadership was only a mental construct. On the other hand, my 
daughter Cassandra, a graduate in Anglo-Saxon, Norse and Celtic from 
Cambridge University, informs me that there is an Anglo-Saxon noun 
‘lad’ with a long ‘a’, which means a course, way or journey and a verb 
‘leedan’ which is to lead or mark. So the etymology of leadership may be 
construed as one who shows others the way on a journey. 

Leadership is often distinguished from management. Leadership is 
about direction-setting and inspiring others to make the journey to a 
new and improved state for the school. Management is concerned with 
efficiently operating in the current set of circumstances and planning 
in the shorter term for the school. Leadership is not the provenance of 
one individual but of a group of people who provide leadership in the 
school and, by doing so, provide support and inspiration to others to 
achieve the best for the children in their care. Leadership is not set in 
isolation but is set in the context of organizations and the wider soci- 
ety. Ken Leithwood in his report, ‘What do we already know about 
successful school leadership?’, argues that: ‘Most contemporary theo- 
ries of leadership suggest that leadership cannot be separated from the 
context in which leadership is exerted. Leadership is contingent on the 
setting, the nature of the social organization, the goals being perused, 
the individuals involved, resources and timeframes and many other 
factors’ (Leithwood and Riehl, 2003: 9). 

Leadership can take many forms and this book seeks to explore some 
of them so that readers can build their own definition and model of 
leadership. In selecting a group of writers to contribute, it was neces- 
sary to draw together a set of themes that individually explored the 
nature of leadership but also provided a useful overall framework to 
rethink school leadership. 


The second edition of the book is deliberately limited to ten 
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chapters as a means of focusing the leadership debate. This is not 
meant to be comprehensive but a sample of major issues and 
dimensions in leadership. These ten chapters can be seen as five 
sections which pick up major themes: 


Section 1 (chapters 1 and 2) considers the forward-looking strategic 
dimension of leadership which is transformational in nature, with 
chapters from Brent and Barbara Davies on ‘Strategic Leadership’ and 
Ken Leithwood and Doris Jantzi on “Transformational Leadership’. 
Section 2 (chapters 3 and 4) considers the ethical underpinning of 
leadership with chapters from John Novak on the democratic under- 
pinning of leadership with a consideration of ‘Invitational Leadership’ 
and Jerry Starratt on ‘Ethical Leadership’. 
Section 3 (chapters 5 and 6) considers the critical importance of the 
relationship between leadership and learning. There are two chapters 
in this section, ‘Learning-Centred Leadership’ by Geoff Southworth 
and ‘Constructivist Leadership’ by Linda Lambert. 
Section 4 (chapters 7 and 8) considers differing leadership skills and 
attributes that leaders deploy. Terry Deal, in his chapter, looks at ‘Poet- 
ical and Political Leadership’ as a means of understanding the diverse 
approaches used by leaders. Gib Hentschke looks at the increasing 
importance of ‘Entrepreneurial Leadership’ as a key behaviour and skill. 
Section 5 (chapters 9 and 10) considers how we develop and sustain 
leadership. Peter Earley and Jeff Jones write on how we can develop effec- 
tive leadership in schools in their chapter ‘Leadership Development’. 
Andy Hargreaves, in his chapter on ‘Sustainable Leadership’, takes on the 
challenge of how we sustain leadership once it has been developed. 
Each of these individual chapters will now be discussed. 


Section 1: strategic and transformational leadership 


It is clear in almost all definitions of leadership that the concept of future 
direction and moving the organization forward predominates. Thus the 
first chapter considers strategic leadership. I have been fortunate to work 
with Barbara Davies, an outstanding educator and writer. She and | artic- 
ulate key concepts within the field of strategy which we build on to 
examine the nature and dimensions of strategic leadership. In particular 
we move away from the rational and predictable concepts of strategic 
planning and see strategy as much as a process and a perspective as it is 
a set of detailed plans and outcomes. This is reinforced in Andy Harg- 
reaves’s chapter in this book. We see that the critical challenge for 
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schools is to move on from the short-term planning approach, associated 
with standards-driven short-term targets, to broader strategic educational 
processes and approaches to build sustainability into schools. This 
enables the establishment of the strategically focused school. We have 
drawn on our findings from a major research project commissioned by 
the National College for School Leadership (NCSL) in the UK called ‘Suc- 
cess and Sustainability: developing the strategically focused school’. Key 
outcomes from our research have outlined the significance of strategic 
processes and, in particular, strategic conversations, in building capabil- 
ity for long-term sustainable success. 

We have examined these strategic processes along with the strategic 
approaches that schools deploy. Utilizing and mobilizing these strate- 
gic processes and approaches is the role of strategic leadership. This 
chapter focuses on the critical area of strategic leadership. The chapter 
is structured to examine (1) what strategic leaders do and (2) the char- 
acteristics that strategic leaders display as a means of (3) developing a 
new model for strategic leadership. The model outlines that a strategic 
intelligence develops through ‘people wisdom’ and ‘contextual wis- 
dom’ and utilizes ‘procedural wisdom’ to build strategic leadership 
capability. This model provides a framework to examine the strategic 
leadership development needs in the organization. 

If leadership needs to be strategic to move a school from its current 
to a future state, then the future state should be an improved one 
which will provide enhanced educational opportunities for the chil- 
dren in that school. In summary, the leadership needs to transform the 
school from one point to another. The current dominant paradigm in 
education is that of transformational leadership and this is the focus of 
Chapter 2. The work of Ken Leithwood in this field has been as out- 
standing as it has been prolific. His work has been research-led and 
informed but has been written in such a way that it is accessible both 
to the reflective practitioner and to the academic in the field. His chap- 
ter, written with his colleague Doris Jantzi, is an exceptional summary 
and development of the transformational leadership perspective. They 
outline the development of transformational leadership in the non- 
educational world and chart its development in the education sector. 

The studies by Leithwood and Jantzi (1990, 1999, 20002006) 
undoubtedly provide the most fully developed model of transforma- 
tional leadership in a school context. Their model has three broad 
categories of leadership practices. The first is ‘setting directions’ by 
articulating a vision, fostering the acceptance of group goals and creat- 
ing high-performance cultures. This links strongly to the previous 
chapter on strategy. The second is ‘developing people’ which involves 
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high-quality interpersonal relationships, a factor linked to the subse- 
quent chapter on invitational leadership. The final category is 
‘redesigning the organization’. The ability to reorganize is strongly 
linked to organizational learning and the building of professional 
learning communities, a point that is also part of the discussion in 
Chapter 10 regarding sustainable leadership practice. Chapter 2 pro- 
vides a clear, concise and perceptive account of the dimensions of 
transformational leadership in schools. 


Section 2: ethical and moral leadership 


Leithwood’s final point regarding developing the people leads into a 
consideration of interpersonal leadership approaches. As an antidote 
for the managerialist and target-setting culture that has developed in 
education, John Novak’s contribution, in Chapter 3, puts education 
and values back at the heart of the education debate. Working closely 
with John Novak over the last decade, on courses and projects using an 
invitational leadership approach, has been a powerful learning experi- 
ence for me. One of the key tenets of invitational leadership is that it 
is an approach which is based on leaders and their colleagues working 
on a ‘doing-with’ rather than a ‘doing-to’ relationship, probably thus 
avoiding the result of ‘doing-in’! 

The inviting approach is based on five assumptions: respect for indi- 
viduals in the organization: trust between individuals; care in the process 
of leading people; optimism that better futures are possible; and, inten- 
tionality, where individuals take a proactive approach. John Novak 
categorizes four types of invitational leadership behaviour. Intentionally 
disinviting leaders set out to undermine and demean their staff. Un- 
intentionally disinviting behaviour is seen when, through insensitivity, 
individuals are ‘damned by faint praise’. An example with children 
would be saying that ‘they are doing well considering the background 
they come from’. Alternatively, unintentionally inviting leadership 
occurs when good-natured individuals provide generally supportive 
environments but provide no back-up or reflection on the process. Inten- 
tionally inviting leadership is demonstrated when leaders purposefully 
and intentionally display behaviour that invites colleagues to perform 
well and recognizes their unique contributions. 

Significantly, John provides a lesson for leaders that they should first 
invite themselves both personally and professionally. By this he means 
that keeping a work-life balance and engaging in professional develop- 
ment are critical in developing individual leadership ability. It is then 
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that leaders can invite others in the school, both personally and pro- 
fessionally, to join in and support the educational journey that the 
school is making. This is a powerful chapter and a unique perspective. 

I have long admired and respected the work of Robert Jerry) Starratt 
and was honoured and delighted that he agreed to contribute to the 
book. Chapter 4 develops the theme that if leadership is to be strategic 
and transformational as well as being invitational in style, it must be 
founded on a sound ethical base. Jerry puts forward the position that 
there are five levels of ethical enactment that educational leaders under- 
take. The first is that of a human being and what it is ethical to do in 
relationships with others. The second is that of the citizen-public servant 
where one acts for the public good. The third is ethical enactment as an 
educator, where the responsibility is to understand the implications of 
knowledge and its impact on the community. The fourth that educa- 
tional management and leadership processes are not ethically neutral 
and they either promote the core work of the school, that of teaching 
and learning, or they curtail it. School processes and structures work to 
the benefit of some students and to the disadvantage of others. The eth- 
ical dimension is to benefit all students and be aware of the dangers of 
‘one size fits all’ policies. Jerry Starratt argues that much of the ethical 
activity in these first four levels involves a kind of transactional ethic. 
The fifth level of ethical enactment, that of educational leader, involves 
a transformational ethic. He considers that the transformational ethic 
involves the educational leader in calling students and teachers to reach 
beyond self-interest for some higher ideal. He concludes with a model of 
three foundational virtues of educational leaders, those of responsibility, 
authenticity and presence. This is a key chapter for the reader to review 
his or her own ethical perspectives as educational leaders. 


section 3: learning and leadership interrelationships 


Teaching and learning processes are clearly the prime function of a 
school. Any consideration of leadership in a school setting would see 
this dimension as essential. Traditionally referred to as instructional 
leadership, but increasingly being known as learning-centred leader- 
ship, this is the focus of Chapter 5. Geoff Southworth’s core premise is 
that what distinguishes school leaders from leaders in other organiza- 
tions is their desire and responsibility to enhance student learning. In 
his research over the last decade, Geoff has been pivotal in focusing the 
leadership debate onto the students and their learning as a core pur- 
pose of leadership. I have long admired his work and ] am delighted to 
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have his contribution to the book. In a powerfully argued chapter, he 
adopts the position that leaders make a difference to what happens in 
classrooms and student learning, both directly and indirectly. They are 
able to do this through three processes, those of modelling, monitoring 
and dialogue. Modelling is about the power of example. He asks 
whether the leader is a reflective learner in his or her own practice or 
merely an advocate for other people undertaking it. He suggests that 
monitoring provides data which can be interpreted, enabling decisions 
to be based on up-to-date, relevant information about learning, which 
is a key characteristic of learning-centred leadership. Dialogue with 
others is critical in building a learning-centred focus in the school. This 
links with the notion of strategic conversations in Chapter 1. 

Geoff draws out implications for school leaders in four key areas. 
First, is the significance of moving from teaching curriculum and infor- 
mation to developing active learning in students. This links powerfully 
to the following chapter on constructivist leadership. Second, he 
stresses the importance of the educational leader being involved in 
pupil learning, teacher learning, staff learning, organizational learning, 
leadership learning and learning networks. The third key area centres 
on the leadership skills and qualities that an individual brings to the 
educational leadership process. Fourth, is the importance of distributed 
leadership as a means of building broader capacity in schools. 

This focus on learning-centred leadership leads naturally into Chap- 
ter 6 where Linda Lambert articulates a perceptive review of 
constructivist leadership. Linda understands leadership as a form of 
learning. She defines constructivist leadership as comprising four 
dimensions. These are: reciprocal, being invested in and responsible for 
the learning of others while expecting others to assume similar respon- 
sibilities for your own learning; purpose, sharing a vision and a set of 
beliefs about schooling and student learning; learning, constructing 
meaning and knowledge together through dialogue, reflection, inquiry 
and action; and community, a group of people who share common 
goals, aspirations for the future and care about one another. 

In considering how to translate constructivist leadership into action, 
Linda considers that learning, teaching and leading are interwoven so 
that to understand learning is to understand the essence of teaching and, 
by teaching, educationalists understand the essence of leading. From this 
she proposes three stages of constructivist leadership. The first is ‘direc- 
tive’, which is used in a period where an organization is focusing on 
establishing or initiating collaborative structures and processes that did 
not previously exist. This is not an autocratic style but that of initial cen- 
tral leadership. Second is the ‘transitional’ approach, where central 


8 The Essentials of School Leadership 


ma nathtene~“pthdanmmamm ninth haa ais ht ie: meee en nether 
AAAI 


authority releases control as teachers gain the skill and the experience to 
emerge into leadership roles. In this stage, continuing support and 
coaching are needed. The final stage is ‘high capacity’, where teachers 
play out more dominant roles and the principal of the school leads from 
the side, emphasizing facilitation and co-participation. Therefore, con- 
structivist leadership can be seen to be embedded in the pattern of 
relationships and patterns of learning in schools. 


Section 4: leadership skills and abilities 


Terry Deal has a wonderful ability to reframe and reconceptualize how 
we look at leadership. I have had two profound experiences of learning 
from Terry: one in a car stuck on the Los Angeles freeway and one 
working with him on a principals’ leadership development programme 
in Philadelphia. Both involved diverse and intriguing conversations 
focusing on leadership stories explaining cultural values and beliefs. In 
Chapter 7, Terry takes two ‘frames’ of reference to look at the essential 
qualities of school leadership. He uses the personal lenses of leaders as 
politicians and leaders as poets. He argues persuasively that political 
processes are part of organizational life and we ignore them at our peril. 
In articulating that political leadership requires familiarity with the 
Strategies and tactics of power and conflict, he puts forward nine prin- 
ciples that can be identified to enable leaders to operate in the political 
domain. He concludes the first section with a sad reflection that ‘the 
shortfall of skilled political leadership in today’s organizations leaves a 
legacy of festering grudges and too many things left undone’. 

In considering the frame of poetic leadership, Terry Deal develops his 
ideas on symbolic leadership as a means of strengthening and develop- 
ing organizational culture. He sees that there are key activities that leaders 
can engage in as ways of developing the poetic and cultural dimension 
of leadership: revisiting and renewing historical roots; conveying cultural 
values and beliefs; recognizing heroes and heroines; convening and 
encouraging rituals and celebrating key events. To make sense of organi- 
zations and their complexity, the rational technical aspects of leadership 
and management only provide part of the answer. Terry suggests that we 
need to develop both an understanding of the political as well as the cul- 
tural nature of organizations. The metaphor of the leader as poet and 
politician is not one normally promoted on leadership development 
courses. However, it may be the important dimension missing in devel- 
oping creative and effective leaders. As always, Terry Deal provides an 
insightful reframing of our understanding of leadership. 
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I have been fortunate to collaborate on several projects with Gib 
Hentschke around the emerging public-private interface in education. 
His outstanding knowledge of this area is always an inspiration to me, 
so he was the natural choice to lead on Chapter 8 which reviews the 
emerging knowledge field of entrepreneurial leadership in education. 
The leadership approach needed to operate in a more entrepreneurial 
environment is a much neglected area. The field of entrepreneurial 
leadership is one that is becoming of increasing importance. The devel- 
opment of self-managing schools in the UK and Australia, and to a 
degree in the USA, has focused the attention on the abilities of leaders 
to be entrepreneurial. It could be argued that the schools in the inde- 
pendent or private sector have always needed entrepreneurial skills 
from their leaders. What has given this entrepreneurial dimension 
added emphasis has been the developments in the 21st century, for 
example, in the UK the Academy Movement and Specialist and Foun- 
dation schools have increased the entrepreneurial dimension of school 
leadership. This has also been a result of increased private sector 
involvement in the provision of Local Authority education services in 
the UK. In the USA the development of the Charter School movement 
has significantly focused attention on the entrepreneurial skills of lead- 
ers. The breaking up of traditional patterns of schools and school 
leadership has made this a very important chapter which reflects the 
increasing change in the roles of leaders. 

The chapter establishes new frameworks to examine entrepreneurial 
leadership. Initially it considers why entrepreneurial leadership is not 
fully embraced within school leadership. The chapter moves on to 
identify the features that distinguish entrepreneurs from other leaders. 
Significantly, it identifies the tolerance for risk and the desire for per- 
sonal control as key characteristics, along with ambition, perseverance 
and decisiveness as leadership features of entrepreneurial leaders. The 
chapter then considers three forces which promote a focus on entre- 
preneurial leadership: social forces that act on schooling; the new 
forms of schooling that have emerged; and the new educational organ- 
izations that have been created by entrepreneurial companies moving 
into the education market. The chapter suggests that the interplay 
between entrepreneurs in private firms and entrepreneurs within 
schools will result in the public sector growing more entrepreneurial 
over time. In the final section, the chapter looks at the increase in the 
development of entrepreneurial leadership as part of leadership devel- 
opment. It would seem, in conclusion, that the entrepreneurial leader 
is becoming part of the educational leadership mainstream! 
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Section 5: developing and sustaining leaders 


In Chapter 9 Peter Earley and Jeff Jones address the issue of leadership 
development in schools. They utilize UK and US experience as well as 
insights from the business and education sectors. Initially looking at 
definitions of leadership development and making a distinction 
between ‘leader development’ and ‘leadership development’, they 
move on to consider the content of leadership development pro- 
grammes. In their Figure 9.2 they draw on the work of Bolden (2007) 
to provide a perceptive analysis of how leadership development has 
and is changing. This is supported by a consideration of the work of 
Darling-Hammond et al. (2007) which articulates current development 
in the USA. The chapter moves on to consider how leaders learn and 
develop and most significantly the authors tackle the urgent challenge 
of how schools grow their own leaders. This section provides a rich 
source of ideas and insights for school leaders to find ways to nurture 
and develop their own leadership talent. This is supported in the chap- 
ter by a consideration of how to ensure the development of a 
‘leadership for learning’ culture. With the demographic challenge of 
many school leaders retiring over the next five to ten years this chap- 
ter is timely in that it not only provides ideas and solutions for 
improving schools’ existing leadership resources but also provides a 
system perspective on how a broader leadership development frame- 
work can be developed. In meeting the challenge of leadership 
development, this chapter provides an excellent conceptualization of 
the key aspects of leadership development which will be invaluable for 
the school leader, developing leadership in themselves and their organ- 
ization. How we sustain that leadership, once it has been developed, is 
the key issue in the final chapter. 

In Chapter 10, Andy Hargreaves links back to Chapter 1 and devel- 
ops the concept of sustainable leadership. Andy views sustainability as 
building on the present in order to achieve an improved position for 
learning in the school; Barbara Davies and I adopt a similar perspective. 
His contribution is insightful and a major contribution to the debate 
on how we develop sustainable improvement. 

Andy puts forward ten significant statements on sustainable leader- 
ship: (1) it creates and preserves sustaining learning; (2) it secures 
enduring success over time; (3) it sustains the leadership of others; (4) 
it 1s socially just; (S) it develops rather than depletes human and mate- 
rial resources; (6) it develops environmental diversity and capacity; (7) 
it is activist; (8) it is vigilant and avoids decline; (9) it builds on the past 
for a better future, and (10) it is patient in seeking long-term results. He 
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points to the significance of leaders developing sustainability through 
their approach and commitment to deep learning in their schools and 
by the way in which they sustain themselves and others around them 
to promote and support that deep learning. These leaders also persist in 
achieving their vision without burning out. They can ensure that the 
school continues to be successful even after they have left, a significant 
issue for many schools today. He argues that sustainable leadership 
needs to be a commitment of all schools and all school systems. If 
change is to be beneficial it needs to be coherent, purposeful and make 
a difference in the long-term, and leadership that delivers change that 
must be sustainable in the long-term also. 


| organized this book as a writers’ co-operative with each chapter author 
taking an equal share. We had several discussions with the publisher regard- 
ing the title. Eventually we settled on The Essentials of School Leadership. We 
did not want this to sound exclusive as if other perspectives should be 
ignored. Rather, leaders in schools and in the wider education system 
should see these as critical and important perspectives to review, and will 
hopefully use them as a framework for discussion to develop their own and 
their colleagues’ leadership understanding and practice. This has been the 
case with the first edition and we hope it will continue with the second edi- 
tion. It has been a privilege and a wonderful learning experience for me to 
work with such an outstanding group of colleagues. | thank them all. 

It has often been said that children are the messages that we send to the 
future. | believe that school leaders are the guides to those children as they 
embark on that journey. | hope this book will enable the reader to reflect on 
leadership so we have inspired guides and successful journeys. 


Brent Davies 2009 
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Strategic leadership 


Brent Davies and Barbara J. Davies 


This chapter considers: 


1. What is strategic leadership? 

2. What strategic leaders do. 

3. Characteristics strategic leaders display. 
4. A model for strategic leadership. 


What is strategic leadership? 


Strategic leadership is a critical component in the effective 
development of schools. The key foci for those who led schools in the 
last two decades, in many countries, have been school effectiveness 
and school improvement. These foci are set against an agenda of 
centralized curriculum and assessment frameworks with a primacy 
given to test results. While these developments may be welcomed or 
criticized, they probably have an inherent conceptual flaw in that they 
are attempting to improve current patterns of schooling within the 
existing paradigm of education. Even if such attempts at improvement 
are successful, the question that should be asked is, are they 
sustainable? This chapter puts forward the view that renewed 
attention needs to be paid to the strategic dimension of leadership to 
ensure this sustainability. Much of the orthodox perspective of 
leadership development suggests that new leaders tend first to address 
current administrative and managerial issues to build confidence and 
organizational! ability before moving to a more strategic and futures 
activity. We argue that what is needed is a concurrent or parallel view 
of leadership development in which leaders not only improve on the 
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‘now’ of school improvement but concurrently build strategic 
capability within the school. 

This chapter draws on insights gained from the National College for 
School Leadership (NCSL) research project, ‘Success and Sustainability: 
developing the strategically focused school’, which was based on detailed 
case studies of leaders in primary (elementary), secondary (high) and spe- 
cial schools to analyse their strategic processes, approaches and 
leadership. Our analysis of strategic leadership will be supported by the 
‘leadership voices’ of the participants in the research project. The project 
identified, through initial survey data, inspection and evaluation reports, 
schools that were strategically led and sustainable for a detailed case 
study analysis. The focus was on the features of strategic leaders, in terms 
of what they did and what characteristics they displayed. 

What do we understand by strategic leadership? Strategic leadership 
is not a new categorization or type of leadership such as transforma- 
tional leadership or learning-centred leadership. Rather it is best 
considered as the strategic element within the broader leadership para- 
digm. Initially, a definition of strategy can make use of five concepts. 
First, it is concerned with the idea of direction-setting. To decide on the 
direction for the institution, it is necessary to understand its history 
and its current situation. This is articulated by Garratt (2003: 2) who 
gives an excellent definition of strategic thinking: 


‘Strategic Thinking’ is the process by which an organisation’s direction- 
givers can rise above the daily managerial processes and crises to gain 
different perspectives of the internal and external dynamics causing 
change in their environment and thereby giving more effective direction 
to their organisation. Such perspectives should be both future-oriented 
and historically understood. Strategic thinkers must have the skills of 
looking both forwards and backwards while knowing where their organ- 
isation is now, so that wise risks can be taken by the directiou-givers to 
achieve their organisation’s purpose, or political will, while avoiding 
having to repeat the mistakes of the past. 


second, strategy, while very often associated with planning in tradi- 
tional definitions (Fidler, 1996) might better be thought of as a 
perspective, as a holistic way of looking at things. Third, strategy does 
not get involved in the detailed day-to-day activities but is concerned 
with the broad major dimensions of the organization. Fourth, a medium- 
to longer-term time framework is useful when considering strategy. A 
final useful concept is that strategy can be used as a template against 
which to set shorter-term planning and activities. 
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Defining leadership presents a challenge owing to the expanding 
amount of literature in the field from which to draw. The forms of 
leadership are extensive and other chapters in this book consider 
symbolic leadership, transformational leadership, learning-centred 
leadership, constructionalist leadership, emotional leadership, ethical 
leadership, distributed leadership, invitational leadership, 
entrepreneurial leadership and sustainable leadership. So where to 
start? Bush and Glover (2003: 10), in their review of the leadership 
literature for the NCSL, define leadership as ‘a process of influence 
leading to the achievement of desired purposes. It involves inspiring 
and supporting others towards the achievement of a vision for the 
school which is based on clear personal and professional values’. 
Building on this generic definition of leadership, Davies and Davies 
(2004) use a nine-point model of strategic leadership which combines 
five organizational abilities and four individual characteristics of 
strategic leaders. Using this model as a reference point this chapter is 
split into three parts: 


1. What strategic leaders do. 
2. Characteristics that strategic leaders display. 
3. A model for strategic leadership. 


What strategic leaders do 


We put forward the view that strategic leaders involve themselves in 
five key activities: 


direction setting 
~ translating strategy into action 
aligning the people and the organization to the strategy 
determining effective intervention points 
developing strategic capabilities. 


Direction-setting 


Strategic leaders are concerned with not just managing the now but set- 
ting up a framework of where the organization needs to be in the 
future, setting a direction for the organization. The function of strategy 
is to translate the moral purpose and vision into reality. A useful way 
to picture this is illustrated in Figure 1.1. 
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Moral purpose 
and values 


Strategy 


= Operational 
Vision | planning 
futures perspective 
Current actions 
| and reactions 


School leaders articulate the definition of the organization’s moral pur- 
pose which can be considered as ‘why we do what we do’. The values 
that underpin this moral purpose are linked to the vision considering 
‘where we want to be and what sort of organization we want to be in 
the future’. Strategy is the means of linking this broad activity to 
shorter-term operational planning, thereby imbuing the responses to 
immediate events with elements of the cultural and value system. 

Strategy is defining that medium-term sense of direction. School 
leaders in the NCSL study characterized it as: 


Figure 1.1 /he function of strategy 


It’s talking about marshalling your resources and looking with a future 
perspective in order to achieve the maximum potential in an organization. 


Your strategy is how you are going to get there, what kind of structures 
you put in place in the school, what measures you take to make things 
happen, how you use the money — all these things build up a strategy to 
getting where you want to get to. 


A strategy to me is a plan of action, a conscious plan of action, that’s 
taken in the light of various information that I have available at the 
time but the strategy takes various forms. 


Strategy for me is about where you are going and why you are going. 


Strategy, therefore, is translating the vision and moral purpose into 
action. It is a delivery mechanism for building the direction and the 
capacity for the organization to achieve that directional shift or 
change. This translation requires a proactive transformational mindset 


which strives for something better rather than the maintenance 
approach of transactional leadership. 
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Translating strategy into action — develop strategic and 
organizational processes 


Davies, B. (2002) suggests a four-stage ABCD approach of translating 
strategy into action as shown in Figure 1.2. 


Articulate Strategy 


Images 
Metaphors 
Experietices 


Dialogues — conversations 
Cognitive/mental map 
Shared understanding 


Wetine Strategic perspective 
Outcome orientation 
Formal plans 





Figure 1.2 The ABCD approach 
Source: Davies, B. (2002: 204). 


First the articulation of the strategy can take place in three ways; oral, 
written and structural. Oral articulation is the way leaders communi- 
cate, through strategic conversations, the strategic purpose and 
direction of the organization. This concept will be further developed in 
considering strategic conversations. Written articulations are the for- 
mal statements and plans that are clearly distinguishable from 
operational short-term plans. Structural articulation refers to the orga- 
nizational infrastructure that supports and develops the strategic 
approach, for example, setting up futures or strategy meetings separate 
from the cycle of operational meetings. These three elements are 
reflected in the following school leader responses in the NCSL study: 


I am constantly talking to the staff about where we are going and how 
they can contribute. I think it’s really, really critical that you find a way 
to communicate the basic organizational goals to the largest number of 
people possible. 


We separate out our school development plan and our corporate longer- 
term strategic plan. 
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The operational management team looks after the here and now, the 
school development plan team looks at the duration of the plan and 
the research and development team actually looks a bit further into the 
future, outside of this. 


Second, it is necessary to build a common understanding of what is pos- 
sible through shared experiences and images. This building stage entails 
envisioning a clear and understandable picture of what this new way of 
operating would look like. This involves awakening the people in the 
school to alternative perspectives and experiences, and building an 
agreement within the school that a continuation of the current way of 
working is inadequate if the school wants to be effective in the future. 

Third, the leadership needs to create through dialogue a shared con- 
ceptual or mental map of the future. What strategic leaders are able to 
do is step back and articulate the main features of the current organi- 
zation, which might be called the ‘strategic architecture’ (Kaplan and 
Norton, 1996; 2001) of the school, and lead others to define what the 
future of the school and the new architecture will be. This may involve 
the process, described by Davies, B. (2003), of enhancing participation 
and motivation to understand the necessity for change, through strate- 
gic conversations. Significantly it draws on high-quality information 
both from within and outside the organization which is part of the 
Strategic analysis that underpins the dialogue. 

Fourth, the leadership needs to define desired outcomes and the 
stages of achieving those outcomes. This will establish a clear picture of 
the new strategic architecture of the school. Tichy and Sharman (1993) 
identify this stage as involving the identification of a series of projects 
that need to be undertaken to move the organization from its current 
to its future state. The significance of this approach is that stage 4 can 
be embedded in the organizational culture only if time is taken to work 
through stages 2 and 3. 


Aligning the people and the organization to the strategy 


Wilson (1997: 1) states ‘organisational change has two principal aspects 
— change in mission and strategy and change in culture and behaviour’. 
We believe that it is impossible fundamentally to change mission and 
strategy without changing culture and behaviour. Key to this is chang- 
ing the mindset and the behaviour of the people within the 
organization. [he importance of aligning the people is recognized by 
Grundy (1998) and Gratton (2000). The research interviewees articu- 
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lated a process based on strategic conversations which built participa- 
tion and motivation within their school to improve strategic capability. 
These alignment processes work in an iterative way as in Figure 1.3. 


Participation 


Strategic 
conversations 


Strategic 


capability 





Figure 1.3 [he iterative nature of alignment and capability 


Strategic conversations: developing strategic conversations and dialogue 
involves discussions about holistic whole-school issues and the trends 
that face the school over the next few years, as described by Hirschhorn, 
(1997: 123-4), Van der Heijden (1996: 41-2) and Davies, B. (2002: 21). 
These conversations enable people to develop a strategic perspective of 
what the school might become. Without such conversations, however 
tentative they might be at first, the future will, literally, not be articu- 
lated. As one school leader in the study put it: ‘We are constantly talking, 
large groups, small groups, individuals, a constant feast of two-way con- 
versations bringing people in line with where we are going’. 

Strategic participation: by definition, the conversations lead to greater 
knowledge and participation in discussions. It can be a difficult and 
slow process from the previous state of being concerned only with the 
short term to the new state of being involved in the broader and 
longer-term strategic issues. It can be a process of reculturing the organ- 
ization (Fullan, 1993; Hargreaves, 1994; Stoll et al., 2002). The process 
of greater awareness and participation in discussion is a key way which 
develops the ability of the organization to build leadership in depth. 
The significant ability here is to build involvement in the longer-term 
development of the school. Strategic organizations use the abilities and 
talents of wider staff groupings to involve all in building and commit- 
ting to the strategic direction of the school. This was expressed by a 
school leader in the study as: ‘Because of the high level of participation, 
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because so much of it is ours, we feel much more in control of the 
agenda. I think that’s where the strength of the school has come from’. 

Strategic motivation: developing a strategic cause in which individuals 
are motivated to contribute leads to an improved commitment and 
effort. Gratton (2000: 19-20) advocates developing ‘emotional capabil- 
ities’, ‘trust-building capabilities’ and capabilities to build a 
‘psychological contract’ as the means of engaging and motivating staff. 
Building a commitment to values and long-term ambitions provides 
individuals with a vision and sense of direction that allows them to put 
short-term problems and challenges into context. Involvement is more 
significant than documentation. As one school leader expressed it: 
‘Documentation is not as important as what people believe in and what 
people do, and it’s all very well to say we have this, this and this and 
you can have amazing documentation but it is actually not a plan if 
people don’t follow the actions through’. 

Building capability: the strategic conversation and enhanced participa- 
tion build greater personal and organizational capability and capacity. 
Given that the major resource of any organization is the quality of its 
human capital, then enhancing that quality should be a major organiza- 
tional focus. It is useful to differentiate between capability and capacity. 
Capacity can be considered the resource level that is available at any 
given moment to achieve an objective. Capability is that mix of skills 
and competencies possessed by the people in the organization which is 
needed to achieve the task. The right number of people may not, at a par- 
ticular juncture, have the right skills. However, when they do, it can be 
said that both capacity and capability are present. Boisot (1998: 5) states 
that ‘we shall use the term capability to depict a strategic skill in the 
application and integration of competencies’. This idea was seen by a 
school leader as: ‘the ability to work at challenges together to bring skills 
of other people to bear so the organization can learn to solve problems 
and not just rely on simplistic external solutions’. 


Determining effective intervention points — the right things at 
the right time 


The leadership challenge of when to make a significant strategic change 
is as critical to success as choosing what strategic change to make. The 
issue of timing can rest on leadership intuition (Parikh, 1994) as much 
as on rational analysis. When individuals in the organization are ready 
for change, when the organization needs the change and when the 
external constraints and conditions force the change, all have to be 
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balanced one against the other. Such judgement is manifested in not 
only knowing what and knowing how but also knowing when (Boal and 
Hooijberg, 2001) and, as important, knowing what not to do (Kaplan and 
Norton, 2001). Therefore we could add to this list knowing what to give 
up or abandon in order to create capacity to undertake the new activity. 
This was illustrated by two school leaders responding in the project: 


I wrote a paper and that basically argued that the climate was right for 
change, there are some issues that need to be changed but if we are going 
to do it, then it needs to be part of a coherent programme rather than 
piecemeal. But the challenge for me personally is this idea of abandon- 
ment, that if we take on these initiatives and new things come on, I 
know I have to give some things up. 


The strategic timing is absolutely important. It can make or break a 
school. If you try and do it at the wrong time it could be disastrous. 


Several of the school leaders in the study talked about the critical issue of 
strategic timing, of getting the time right for change for themselves and 
others in the school. School leaders also talked about this timing being 
intuitive: ‘I think from my own point of view a lot goes on fairly intu- 
itively ... 1 know | can’t go down that road because I’m not ready or they 
are not ready. So timing is so critical.’ Choosing the right time and say- 
ing ‘No’ if it was not the right time was critical for strategic leaders in the 
study. Getting the timing right for the school community was about 
being able to choose which external initiatives to implement that would 
complement the schools’ own agendas for improvement. This was 
clearly illustrated by one respondent: ‘I think you get better at being a 
strategic leader the further you go along, because there comes a point 
when you actually develop the capacity to say “No we are not going to 
do that” or “No it’s irrelevant. We are not going to do it”.’ Strategic tim- 
ing affects all the people in the school community. If the strategic timing 
is wrong it can have devastating effects on the school. People will be 
divided, and realizing the strategy will therefore be impossible. 

As we have said, in addition to the critical skill of strategic timing is 
that of strategic abandonment. If a school adopts a new way of doing 
things or adopts a new strategic priority, how that fits into an already 
crowded agenda has to be considered. The result is that leaders have to 
downgrade the importance or abandon existing strategies not because 
they are wrong in themselves but because they have become less sig- 
nificant in comparison to new factors. As one school leader said: 


I see abandonment as being two different issues. One is the abandonment 
of things that are not working and actually taking people's time and 
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energy. That's easy to do. The other side of it was to actually say OK this 
is working well and we are really comfortable with it and it is getting the 
results we want, but actually there is another strategy here that takes us 
onto the next stage but we can’t run them both together. This has to be 
suspended or abandoned in order to give the other one time to grow. 


This concept of strategic abandonment is a very powerful one. The dif- 
ficult aspect of strategic abandonment occurs where the school has to 
give up acceptable current practice to make capacity available for future 
improved practice. 


Developing strategic capabilities 


Prahalad and Hamel (1990) use the term ‘core competencies’ while 
Stalk et al. (1992) use the term ‘strategic capabilities’. These can be illus- 
trated by the analogy of a tree, where the branches represent the 
short-term abilities and the roots are the underpinning fundamental 
capabilities of the school. If the school is to develop and be sustainable 
in the longer term, then it needs to develop strategic capabilities. 
Examples of these would be the fundamental understanding of teach- 
ing and learning rather than the ability to deliver the latest curriculum 
innovation; a problem-solving culture rather than a blame culture for 
the staff; and assessment for learning rather than assessment of learn- 
ing. Creativity in problem-solving and teamworking are necessary to 
give the school deep-seated strategic capabilities or abilities. The pres- 
sure to deliver short-term targets can lead to the postponement of 
longer-term more Significant developments. Davies, BJ. (2004: 1) 
argues that: 


. it seemed to me that the challenge was to continue the necessary 
short-term improvements in standards, while at the same time, develop- 
ing a commitment to the ‘bigger picture’. It was important to put in place 
organisational structures and processes for developing thinking, which 
would in the longer term, sustain high standards and provide more effec- 
tive learning experiences. There would be no unsustainable ‘quick fixes’ 
These parallel developments needed a strategy. Some developments we 
could easily plan for but for most we needed to build capability. 


school leaders in the study commented: 


The staff are very good ‘knowers’ but not very good ‘learners.’ We have 
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to change that over the longer term to build a learning community. 


The more long-term things are those that you know where you want to 
get to but you are not quite sire yet how you are going to do it so you 
need to build some kind of capability within people — so for instance 
developing a learning focus school. Now that requires a lot of people to 
change and to do that you need more time so people need to go on 
courses, need to do some reading, need to build them some coaching and 
all that takes much longer. Once people learn how to do that they have 
their own views about what learning focus in schools is so then we have 
to come together and talk abont it. 


I think the new capability which I’m trying to work on more than any- 
thing else is to develop the reflective practice because ... if my staff can 
reflect on what they are doing, if they can be life-long learners whatever 
the strategic intent may be ... whatever it is we are adopting; if they can 
be learners rather than knowers I think that’s absolutely vital. And we 
are not there yet. 


This capability-building approach is a central factor in a strategically 
focused school and is one of the key activities of a strategic leader. 


Deploying a repertoire of strategic approaches in their schools 


Strategy is often equated with strategic planning when in effect strate- 
gic planning is only one of a number of approaches to strategy. A 
valuable classification of strategic approaches is provided by Boisot 
(2003). He considers that there are four approaches to implement. 
These are: 


= strategic planning 
emergent strategy 
intrapreneurship or decentralized strategy 
strategic intent. 


Strategic planning is a rational, linear approach whereby a coherent set 
of objectives can be achieved by undertaking a predetermined number 
of steps and activities. It can be summarized as ‘You know where you 
want to go, you know how to get there and you know how to recog- 
nize it when you have arrived’. While this may fit some of the 
organization’s activities, other activities may not be so predictable. It is 
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associated with detailed, written plans. 

Emergent strategy can be considered to be one that results from learn- 
ing from current activities. When an organization responds to new 
challenges, certain responses will be more successful than others. As the 
organization replicates the successful activities and does not replicate the 
less successful ones, it builds a strategic framework to guide future action. 
Initially this is a reactive strategy, a response to external changes, but it 
subsequently builds a strategic framework for future action. 

Intrapreneurship as Boisot (2003) calls it, or decentralized strategy as it 
is more usually known, occurs when organizations find difficulty cop- 
ing with the detail of strategic direction and planning in a complex and 
ever-changing environment. Therefore they decide to come to terms 
with the turmoil by deploying a decentralized approach. Thus the cen- 
tre of the organization will lay down core values and key strategic 
directions but will give the sub-units in the organization the freedom 
to work out the detail of this strategy. 

Strategic intent is a framework in which the organization sets key strate- 
gic goals which ‘stretch’ the organization to new levels of performance. 
While the organization knows where it wants to go and what it wants to 
achieve, it does not know how to achieve it. The organization engages in 
a series of capability-building measures to establish the capacity to 
achieve its objectives. So the organization moves towards the future by 
building a series of strategic intents and the capabilities that are neces- 
sary to achieve them (Davies and Ellison, 2003). 

One key factor that emerged from the NCSL research was that the 
strategic leaders in the study used different strategic approaches in 
different situations. They used a portfolio of approaches in a 
sophisticated way to meet complex needs. So, in areas where it was 
possible to have a clear plan, they used a rational, linear strategic plan. 
At the same time many found the concept of strategic intent a very 
useful approach: 


Strategic intent is a wonderful way of unifying and clarifying positions, 
particularly in times of great turbulence and change. It’s not a detailed 
vision where we would see where we are going, with all t’s crossed and 
's dotted ... it’s a feeling of where we may be heading, which brings 
everybody along with you. 


The use of decentralized strategy was evidenced in secondary (high) 
schools and not in primary (elementary) schools. Interestingly, emer- 


gent strategy was often used for developing information technology 
(IT) capability in the school. 


Characteristics strategic leaders display 


The NCSL research established significant characteristics of strategic 
leaders in schools: 


m Strategic leaders have a dissatisfaction or restlessness with the pres- 
ent. 
Strategic leaders prioritize their own strategic thinking and learning. 
Strategic leaders create mental models to frame their own under- 
standing and practice. ; 
Strategic leaders have powerful personal and professional networks. 


Strategic leaders have a dissatisfaction or restlessness with the 
present 


This restlessness involves what Senge (1990) describes as ‘creative ten- 
sion’ which emerges from seeing clearly where one wishes to be, one’s 
vision, and facing the truth about one’s current reality. Strategic lead- 
ers are able to envision the ‘strategic leap’ that an organization needs 
to make and act as passionate advocates for change. Strategic leaders 
have the ability to live with the reality that the organizational culture 
may not be as forward thinking as they wish. It is the ability to live 
with the ambiguity of not being able to change the organization fast 
enough, together with the ability to maintain the restlessness for 
change and improvement. Individuals who have these abilities, chal- 
lenge ideas and processes to seek better ideas and processes. This is 
shown in the following responses from two school leaders: 


Everyone, whether you have an open mind or not is frustrated at times and 
it can be for very positive reasons and it can be for very negative reasons. 
It’s probably about sifting through those levels of anxiety, worry, concern, 
frustration and actually turning them into something more positive. 


One of the things that drives me is that I am never satisfied. 


Strategic leaders prioritize their own strategic thinking and 
learning 
A very significant number of the school leaders participating in the 


study referred to their own learning and stressed the importance of new 
knowledge to promote the strategic direction for the school. A good 
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example of this is a school leader who learnt about new thinking 
related to children’s learning, which prompted him to take the school 
in a new direction: 


We were invited onto a school improvement programme some years ago 
and it’s the first time I’d heard about Howard Gardner and ‘Multiple Intel- 
ligences’ and that really did fire me up because it brought it home to me 
what kind of learner I was and why I had succeeded in some parts of the 
curriculum and failed fairly miserably in others ... so I did a lot of per- 
sonal research. I felt this is the school I want, this is how I see learning 
going ... and then other ideas come to you ... accelerated learning, emo- 
tional intelligence and the work of Csikszentmihalyi — all of that was kind 
of burning inside. This is this type of school I want for these children. 


Another school leader referred to the necessity of understanding strat- 

egy before being able to develop it in school; introducing strategy in 

school had been as a consequence of ‘my own awakening to strategic 

understanding’. The school leader also stressed that: ‘In order to do 

that I have to break it down in my own head first.’ Self-learning was 

vital for this school leader and promoted the development of others. 
The need to reflect or think was often highlighted: 


I often sit down and just brainstorm — just when I’m on my own, 
because that is my thinking time. 


Thursday is my thinking time and my reading time ... so every Thurs- 
day I won’t see anyone, I don’t talk to anyone; unless it’s a parent who 
is making a complaint in which case I deal with it immediately. But 
Thursday is my time just to think, to read and to reflect and that’s what 
I do. You know to be realistic it doesn’t happen every single Thursday 
and sometimes when you walk through that door you don’t know what 
is going to hit you, but my plan on a Thursday is that’s when I do my 
thinking and reading time. Reading may be about what is happening in 
school or it might be actually reading some of the children’s work but 
Thursday is my thinking and reflecting time. 


We can have a free discussion about the direction that we want to go. 
Often I am leading that conversation because again that is part of the 
privilege that I have through my reading. I am getting lots of really good 
ideas and testing them out. 


If we are to develop creative schools, then the importance we attach 
to thinking and learning needs to start with the leader if that 
individual is going to both model and develop creative thinking in the 
wider group of staff and students in the school. 
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Strategic leaders create mental models to frame their own 
understanding and practice 


One of the ways that school leaders can make sense of complexity is to 
create mental models and frameworks to aid their understanding. In 
the study, a number of the school leaders stressed the importance of 
having a theoretical model to support strategic developments and the 
importance of sharing that model with others in the organization, as 
reflected by two respondents: 


I went into this process of school development planning, splitting it into 
operational targets and setting strategic planning and futures thinking. 


There is usually quite often a bit of theoretical underpinning so that if 
we are going to do something in terms of changing the management 
structures or management styles or whatever, we will do a little bit of the 
theory ... so that people understand why we are actually going down this 
route and why we are making the changes. 


One school leader articulated well her model of an approach to 
strategy, stressing the importance of initiating a new way of thinking: 
‘lam working on my own model of strategic change ... through a 
process which I call awakening, articulation and alignment.’ This 
school leader felt that the mental model enabled her to lead change. 
She had taken a strategic approach to the problem of complacent staff 
and she had used new ideas to challenge colleagues to think in 
different ways. While the focus of this change was the school’s 
approach to teaching, the example underpins school leaders’ 
approach to strategy. 


Strategic leaders have powerful personal and professional 
networks 


Strategic leaders constantly scan their environment locally, regionally and 
internationally. They seek both to develop new ideas and to benchmark 
current practice in their own schools with those of colleagues in the wider 
educational community. The ability to develop personal and professional 
networks that provide alternative perspectives from those prevalent in their 
immediate educational environment is a key skill of strategic leaders. 

This has become possible on a global basis with the rapid expansion 
of technological communication. The significance of these networks 
for developing strategic ideas was highlighted in the study: 
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We are focused on opening out our networks because then you get all the 
ideas from everywhere and then you can't be hidebound. We are in that 
world, we have to work with that world, so get out there and get in it. 


You need an imagination and to feed that imagination you have got to 
go on visits to lots of different places, to be more creative to see how 
things are possible. 


I do have a huge network of colleagues. It’s because I am out and look- 
ing at things that I can see things from different perspectives. I don’t 
think a lot of people in the schools do the strategic stuff, I don’t think a 
lot of people talk and look outside. 


It can be seen that strategic leaders place a high importance on net- 
works and networking to draw in ideas and inspiration for strategic 
change and development. This is a very important personal character- 
istic of strategic leaders. 


A model for strategic leadership 


This chapter has established a number of elements, which contribute 
to the development of a strategic leadership. While any single leader 
may not display or deploy every single element, the strategic leaders in 
our study displayed many of them. In providing insights for leaders 
wishing to review their strategic role, a model can now be established 
to support them in their self-reflection. 

It is imperative that a school leader is strategically focused. Strategic 
leaders need to drive the strategy formation in their schools; without 
their interest, enthusiasm and understanding the school would not be 
strategically focused. Therefore, the model we propose focuses on the 
school leader. If school leaders are also to be strategic leaders they need 
to understand themselves, their school and others in the school 
community and the wider community. They need to be context- 
focused. Strategic leaders need to care about others in order to want to 
involve them and need self-confidence in order to involve them. They 
need to be people-focused. Individuals can make a difference but 
strength comes from staff working together to achieve the same goals 
(Barth, 1990). If people are working together, decisions and 
implementation of decisions will tend to be better as there will be a 
higher level of trust and morale. Finally, they need to both understand 


and lead the processes and approaches that contribute to a Strategic 
approach. 
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A significant perspective can be drawn from Gardner’s (1999) notion 
of multiple intelligences, and schools should consider a range of col- 
lective capacities to foster and develop the use of experience, skill and 
understanding to develop strategic intelligence. Our definition of 
strategic leadership would be based on a conceptualization of strategic 
intelligence which could be summarized (Davies, B.J., 2004) as three 
types of wisdom: 


=™ a people wisdom 
a contextual wisdom 
a procedural wisdom. 


This is illustrated in the model in Figure 1.4. 


People wisdom 


The people wisdom part of the model is illustrated in Figure 1.5. 

Senge (1996: 45) suggests that: ‘We are coming to believe that 
leaders are the people who ‘walk ahead’, people who are genuinely 
committed to deep change in themselves and their organisations. 
They lead through developing new skills, capabilities and 
understandings. And they come from many places within their 
organisation.’ There is little purpose in having a future view for a 
school or setting priorities which require action, if these are not 
shared. As Korac-Kakabadse and Kakabadse (1998: 1) suggest: ‘It could 
be argued that executives always had visions for their organisations, 
but whether these visions were shared is another matter.’ If it does not 
affect the people within the organization, it will not be implemented. 
Having people wisdom to involve and energize staff to deliver the 
strategy is crucially important. 

Visioning, or foresight, as a process requires an interpersonal intelli- 
gence (Gardner, 1999). The strategic leader must identify the concerns 
and feelings of the people in the organization; involving those people 
and enabling them to participate is key to the strategic process. People 
wisdom is essential in order to understand what motivates people and 
how to work co-operatively with them. As Mintzberg (1994) suggested, 
strategic planning by the top of an organization can ignore the realities 
of planning experienced by those doing the job. Many of these ideas 
are, it seems, influenced by the context and the culture of the school 
and by the experiences of the strategic leader, which is why ‘people’ is 
one of the three wisdoms at the centre of the model. 
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All the leaders in the project expressed the necessity of involving 
others in the strategic process, in both the creation of ideas and in the 
decision-making process. While people would be involved at different 
levels and to different degrees, it is important that all in the school 
community — staff, parents, children and local community - are 
involved. De Pree (1993: 99) argues for ‘lavish communication’, which 
can occur in an organizational culture which promotes truth and 
which does not limit the distribution of information, an organization 
where people are the centre of all that happens. This capacity is seen 
through the empowerment of the people and their ability to take part 
in strategic thinking and action. 


People wisdom 


Participation 
Creative thinking 


Shared information 
Motivation 
Capability 
Competencies 





Figure 1.5 The people wisdom element of the model 


Contextual wisdom 


If a clear sense of purpose is to be set, the strategic leader must under- 
stand both the history of the school and the current living experiences 
of those in the organization. Strategic intelligence needs to have what 
Davies, B.J. (2004) calls a ‘contextual wisdom’ (Figure 1.6), the capacity 
to see the school in relationship to the wider community and the edu- 
cational world in which it belongs. This wisdom is a response to new 
ideas and events, the ability to listen to others; it is an understanding 
of the uniqueness of a particular school environment. This means that 
there can be no quick fixes, no transferable blueprints for a strategic 
leader to take from one successful school to create a similarly success- 
ful school. Solutions have to come from within the unique context, 
through understanding the culture, and sharing beliefs and values. 
The relentless pace of life in school often prevents strategic leaders 
from being reflective, which is one reason why networking is impor- 
tant. Similarly, isolation may prevent school leaders from being 
exposed to new ideas. Long-term aims for school improvement should 
be kept under review and revised in the light of new contextual infor- 
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mation. Strategic intelligence uses the knowledge of the environment. 
It is about seeing the big picture, about being able to create the right 
agenda for the school by knowing what examples of excellence exist 
and what is appropriate for their unique environment. 


Contextual wisdom 


m Understanding and developing culture 


Sharing values 
Sharing beliefs 
® Developing networks 
® Understanding the external environment 





Figure 1.6 [he contextual wisdom element of the model 


Procedural wisdom 


Procedural wisdom focuses on a strategic learning cycle, which enables 
the appropriate choice of strategic approach and appropriate choice of 
strategic processes. 

The strategic learning cycle part of the model highlights strategic lead- 
ers having the ability to harness the abilities of others; to have the 
inner courage to drive the organization forward to the desired future. 
The model highlights the need to have the people heading in the same 
direction sharing the same values, beliefs and future view. The motion 
forward is driven by the restless cycle of learning, aligning, timing and 
acting. The learning cycle (Figure 1.7) is driven by dissatisfaction, by 
leaders thinking that different and better scenarios are possible, and by 
leaders encouraging others to think in different ways. 


LEARNING 
a a, 


ACTION ALIGNMENT 


oe TIMING Ly 


Figure 1.7 The strategic learning cycle element of the model 









The strategic approaches and strategic processes centre on this cycle 
of learning from experiences, of evaluating actions, of aligning the peo- 
ple with the decisions, of choosing the right time to act and of taking 
action. The cycle is continuous. 
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The strategic approaches part of the model outlines that strategy for- 
mation can take four different approaches depending on the context 
and circumstances. In schools, strategy may involve an integrated 
approach of four elements: strategic planning, strategic intent, decen- 
tralized strategy and emergent strategy (Figure 1.8), each being 
appropriate given the context, the level of understanding and the time 
frame in which the organization is operating. 


Strategic approaches 


Strategic planning 
Strategic intent 
Emergent strategy 
Decentralized strategy 





Figure 1.8 The strategic approaches element of the model 


Traditional strategic planning by itself is an inadequate approacn. It is 
clear that there is more than one approach to strategy and that schools 
find the mix of strategic approaches which is best for them. There is 
little to be gained from writing a plan in isolation. There is everything 
to be gained from the process that lies behind the plan and the action 
that follows on from it. The focus needs to be on creative thinking and 
strategic conversations rather than filling in documents. If schools are 
about learning, then the notion of strategic intent, of building 
capability within people and allowing thinking time to develop the 
intentions, and of taking an emergent approach, of learning by doing, 
are vital to support the plan and critical to school success. 

The strategic processes part of the model are highlighted in Figure 1.9. 
These processes are the key to procedural wisdom but also depend on 
people involvement and on an understanding of the context. 


Strategic processes 


Reflection 
Creating a common language 


Conversation 

Developing mental models 
Analysis 

Articulation 





Figure 1.9 The strategic processes element of the model 


34 The Essentials of School Leadership 


It is important that the leader should take time to understand theoret- 
ical models in order to develop a common understanding and a 
common language for the school community. This facilitates the align- 
ment of everyone to a common cause in order for a school to continue 
to improve. Participants in the project stressed the importance of 
analysis, in terms of self-evaluation of effectiveness, and reviewing the 
whole process of strategy through involving others. The findings of the 
research also stressed the necessity of having both oral and written 
articulations of the strategy, which could be shared with others. This 
reinforces the importance of strategic conversations for building capa- 
bility and motivating others and the necessity of people owning the 
plan and being committed to it. 


The driving force within the model (Figure 1.4) comes from the effort of try- 
ing to understand, interpret and act on change. The challenge is in 
enabling everyone in the school to make their own contribution towards 
creating the shared, desired future. The model demonstrates that change 
for a strategically focused school has to be in its people, through the way 
those people relate to each other, in the context, through shared beliefs 
and values, and in the procedures established to focus on the future. 

Achieving the future view is not merely a matter of spending more time 
on planning or writing more elaborate plans. Rather, it is a matter of chang- 
ing the way we understand strategy. What is important is improving the 
involvement and therefore the processes for action in order to link the pres- 
ent action with the desired future. This model is based on the notion that if 
we change the processes, the mindset and values will also change. If we 
involve the people in every aspect of an integrated approach, then a strate- 
gically focused school is possible. The learning, which feeds the context and 
people wisdoms, and therefore the strategic intelligence, is constantly rein- 
forced by choosing the right time, by strategic conversations to align the 
people and by taking action. 

The strategic leader has a key role in creating urgency and momentum 
for organizational learning, thinking broadly and imaginatively, and work- 
ing with others to help them to think about how to use models to support 
improvement. It is difficult to imagine that a school can find a way forward 
without the school leader being strategically intelligent. 
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Transformational leadership 


Kenneth Leithwood and Doris Jantzi 


This chapter considers: 


1. The origins of transformational approaches to leadership in both 
schools and other organizations. 

2. Perspectives on transformational leadership in both school and non- 

school settings. 

. Leadership practices aimed at setting organizational directions. 

4. Leadership practices which build the capacity of organizational 
members. 

5. Leadership practices aimed at redesigning the organization. 


W 


introduction 


‘Transformational leadership’ is a term which has appeared with 
increasing frequency in writings about education since the late 1980s. 
In the early to mid 1990s it was used to signify an appropriate type of 
leadership for schools taking up the challenges of ‘restructuring’ - 
meaning, for the most part, some version of decentralization and site- 
based management. Most recently it has been invoked in the interest 
of productively responding to the centrally driven, large-scale reform 
efforts that have dominated education for the past decade in most 
developed countries throughout the world. 

In these contexts, a common-sense, non-technical meaning of the 
term is often assumed. For example, the dictionary definition of trans- 
form is ‘to change completely or essentially in composition or 
structure’ (Webster’s, 1971). So any leadership with this effect may be 
labelled transformational, no matter the specific practices it entails or 
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even whether the changes wrought are desirable. In this chapter we will 
not be concerned with transformational leadership defined in this 
loose, common-sense fashion. We will focus, instead, on a form of lead- 
ership — by the same name - that has been the subject of formal 
definition and systematic inquiry in non-school organizations for at 
least several decades. In particular, this chapter will summarize the 
small but rapidly growing body of evidence, which has emerged quite 
recently, inquiring about such leadership in elementary and secondary 
school settings. Much of this research takes the non-school literature 
on transformational leadership as a point of departure. 

All transformational approaches to leadership emphasize emotions and 
values, and share in common the fundamental aim of fostering capacity 
development and higher levels of personal commitment to organizational 
goals on the part of leaders’ colleagues. Increased capacities and 
commitments are assumed to result in extra effort and greater 
productivity. Authority and influence associated with this form of 
leadership are not necessarily allocated to those occupying formal 
administrative positions, although much of the literature adopts their 
perspectives. Rather, power is attributed by organizational members to 
whoever is able to inspire their commitments to collective aspirations, 
and the desire for personal and collective mastery over the capacities 
needed to accomplish such aspirations. Recent evidence suggests that 
practices associated with transformational leadership may be widely 
distributed throughout the organization (Leithwood et al., 2004). So there 
is no need to view this as a ‘heroic’ or ‘great man’ orientation to 
leadership. 

In this chapter we first describe the origins of this approach to lead- 
ership, then outline the practices most often associated with it and, 
finally, weigh the evidence about its individual and organizational 
effects. 


The origins of transformational approaches to leadership 


You will find a great many leadership models in the literature, gener- 
ally, and this book aims to capture some of the most important of 
these. Each model has emerged as at least a partial ‘solution’ or 
response to a unique set of organizational and, sometimes, broader 
social conditions (see, for example, Leithwood and Duke, 1999). To 
understand the origins of transformational approaches to leadership, 


therefore, is also to gain significant insight into the purposes and func- 
tions it was designed to accomplish. 


Transformational leadership 39 


As might be inferred from this claim, while we ourselves have done 
quite a bit of research over the past 15 years on transformational lead- 
ership in schools, we do not advocate it for all purposes and contexts. 
Put differently, we are not of the view that labelling someone a trans- 
formational leader is the same as anointing him/her an ‘all-purpose 
good and virtuous person’, although some of the advocacy literature 
would suggest this to be the case. 

There are both academic as well as practical/organizational origins of 
transformational leadership. 


Academic origins 


Downton’s (1973) study of rebel leadership is often cited as the begin- 
ning of academic interest in, and systematic inquiry about, 
transformational leadership in non-school organizations. However, 
charisma, often considered an integral part of transformational leader- 
ship, has substantially more distant origins — typically attributed to 
Max Weber’s (e.g., 1947) efforts many decades ago. Current concep- 
tions of transformational leadership award varying amounts of 
importance to charisma, with school-based conceptions tending to 
award it least importance. 

In 1978, Burns published a widely heralded book that seemed to pro- 
vide a new direction for leadership theory and research. liming is 
everything. Based on cases of highly regarded public leaders, Burns 
argued that such exceptional leaders did not, for the most part, base 
their influence on those exchange relationships central to the influ- 
ence strategies of transactional leaders, strategies which depended, for 
the most part, on the manipulation of extrinsic rewards and the exer- 
cise of positional power. Transformational leaders, instead, appealed to 
the personal goals and values of their organizational colleagues, and 
worked to both elevate and transform those goals and values in the col- 
lective interest. 

Bernard Bass, a highly regarded academic leadership theorist at the 
time (and still), was attracted to this transformational orientation and 
launched a series of empirical studies of its nature and effects which 
were eventually published in his widely read Leadership and Performance 
Beyond Expectations (Bass, 1985). Other leadership theorists in non- 
school contexts quickly adopted what Bryman (1992) called this new 
approach to leadership and began empirically to explore its nature 
(e.g., Yammarino et al., 1993), causes (e.g., Druskat, 1994) and conse- 
quences (e.g., Kahai et al., 2003) at an increasingly rapid rate. This 
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research has been carried out in quite varied organizational contexts, 
for example, private corporations (e.g., Tichy and Devanna, 1986), the 
military (Popper et al., 2000) colleges (Roueche et al., 1989) and fami- 
lies (Zachartos et al., 2000). Transformational conceptions of leadership 
have by now assumed a dominant position in how theorists and 
researchers frame successful leadership; research about this form of 
leadership continues to grow in both quantity and quality. 


Practical/organizational origins 


Transactional forms of leadership encountered insurmountable chal- 
lenges in the private sector during the worldwide economic recession 
of the early to mid-1980s. This recession tested the limits of large 
organizations like IBM, Xerox and many others which, until that time, 
had been considered not only industry giants, but paragons of organi- 
zational effectiveness as so famously described, for example, by Peters 
and Waterman in their bestseller, In Search of Excellence (1982). Many of 
these organizations had developed, at least implicitly, a social contract 
with their employees. In exchange for loyalty and industry on the part 
of their employees, these organizations offered a lifetime of employ- 
ment security — almost no threat of job loss, reasonably generous 
compensation, comfortable and humane working conditions, and a 
decent pension at the end of their careers. 

The recession changed all that. Most of these companies were forced 
dramatically to downsize. Many just went out of business. For example, 
just ten years after the research for In Search Of Excellence was com- 
pleted, a surprising number of the 43 exemplary organizations featured 
in it had gone bankrupt or were badly wounded. Some tried to stave 
off, or slow down, the harshest of these consequences and, like Kodak, 
are still paying the price. (In January 2004, Kodak announced its inten- 
tion of laying off another 15,000 employees worldwide.) So much for 
the social contract. 

As an employee of one of these severely downsized companies still with 
a job, you found yourself with no guarantee of employment in the future. 
You were likely working much harder to make up for the smaller work- 
force. You suffered through the anguish of being ‘downsized’ with your 
not so fortunate colleagues and you were now being asked to do far dif- 
ferent work than had been the case before this seismic shift. You may have 
lost your pension plan. As a minimum, the value of the stock you had 
accumulated over the years in your company’s plan, aimed at putting you 
on the golf course during your ‘golden years’, had plummeted like a stone. 
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These were not happy times! Loyalty to the company became a 
thing of the past, replaced by loyalty to oneself. Commitment to the 
organization’s goals was shaky, to say the least, beyond what was 
needed to continue to draw a pay cheque (a still strong motivator for 
many, of course). Beyond the leverage of a pay cheque, forms of 
leadership that depended primarily on the manipulation of extrinsic 
rewards had completely run out of steam. Leaders had few of those 
extrinsic rewards to exchange for anything other than agreement to 
work. In this new downsized, globalized, highly competitive 
environment, new forms of leadership were needed which could 
rekindle employees’ commitments to the organization, help develop 
the capacities needed for this brave new world and encourage greater 
effort on behalf of the organization. 


Application to schools 


While the recession of the early 1980s had an impact on the private 
sector much more quickly than on the public sector, by the late 1980s 
and early 1990s schools, as well as other public sector organizations, 
were beginning to be squeezed in ways they had rarely experienced in 
the past. This squeeze was certainly financial. But it was also prompted 
by a loss of public confidence in schools as the instruments for social 
improvement that many had historically believed them to be; in the 
UK, loss of public confidence prompted, for example, the development 
of the National Curriculum. This squeeze brought with it the same 
potential for erosion of educators’ loyalty and commitment that was 
experienced in the private sector. But educators are a famously com- 
mitted group of people (e.g., Lortie, 1975) and demoralization, rather 
than loss of commitment, was the more obvious outcome. 

The confluence of forces pressing on schools during this period 
resulted in a combination of heightened expectations for improved stu- 
dent performance, highly aggressive state and national policies for 
holding schools much more publicly accountable for such improve- 
ment, and diminished financial resources. Schools were being asked to 
do more —- much more — and, in many parts of the world, to do more 
with less. ‘Doing more’ meant not just raising the overall achievement 
bar, but also closing the gap in achievement between students who tra- 
ditionally do well in schools and those who do not. Now no child was 
to be left behind, even though the knowledge base to accomplish this 
goal, under the conditions found in most schools, was pitifully weak. No 
one could deny the desirability of the goal. There was just this minor 
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problem of not actually having any ‘scaleable’ solutions, something 
analogous to passing legislation holding medical practitioners account- 
able for curing all patients of cancer, even though a cure has yet to be 
developed — and imposing penalties on those who are unsuccessful! As 
this analogy makes clear, comparable forms of accountability in non- 
school sectors would be considered too bizarre for words. 

This is an important point on which to pause. There are, by now, 
many proposed solutions to both raising the bar and closing the gap. 
But very few of these proposed solutions — some would say none - 
have been demonstrably effective on a large scale under the 
conditions found in most schools. For evidence on this point, one 
need look no further than summaries of evidence about the effects on 
student achievement of the many Comprehensive School Reform 
models in the USA (Herman, 1999). These are interventions created 
through enormous investments of talent, money and time, yet many 
are focused on only a small proportion of what most school curricula 
aspire to for students. Several of these models seem promising (e.g., 
Robert Slavin’s ‘Success for all’ [Slavin et al., 1994]) but most do not 
seem to produce results much beyond the practices they are intended 
to replace. 

Aside from such direct, programmatic and, potentially quite helpful, 
solutions to raising the bar and closing the gap, the accountability 
movement brought with it a, by now, quite familiar flood of improve- 
ment ‘tools’, very few of which have demonstrated they are up to the 
challenge. This is the case in spite of their continuing to be favoured by 
policy-makers in many political jurisdictions around the world. These 
tools include, for example: 


_ Creating quasi-markets (e.g., private schools, charter schools, tuition 

tax credits) in which schools must compete for students — while 
advocated by many as a means of increasing equitable access to 
high-quality teaching and learning and improving student achieve- 
ment (Chubb and Moe, 1990), this tool has more often than not 
actually exacerbated the problems it was intended to solve (Lauder 
and Hughes, 1999). 
Restructuring schools in order to increase the voice of parents in 
school decisions, often through the creation of school councils — 
intended to bring schools much closer to their clients in order to Ssig- 
nificantly increase schools’ sensitivities to client needs, the quite 
large body of empirical evidence now available about this structural 
solution paints it as a largely impotent means of improving student 
learning (Leithwood and Menzies, 1999). 
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" Legislating additional or different course completions for secondary 
students — while intended to increase the proficiency of many more 
students in these courses, this policy has been insufficient to accom- 
plish this goal (e.g., Teitelbaum, 2003). 

® Setting higher curriculum standards — intended to increase students’ 
efforts to achieve at school, this tool has distinctly different results 
depending on the existing level of students’ academic self-efficacy 
and performance. Those already feeling self-efficacious and perform- 
ing adequately are likely to rise to the challenge, work harder and 
learn more; those already lacking such efficacy are likely simply to 
give up and drop out. A recent study in the province of Ontario, 
Canada, provides compelling evidence of these differential effects 
(King, 2002). 

= Introducing high stakes testing programmes that may be used as the 
basis for grade promotion and/or judging the quality of a school’s 
performance — as in the case of setting higher curriculum standards, 
this tool anticipates greater motivation and effort as the outcome, 
but evidence suggests this is often not the effect. Based on the results 
of a multi-state study, Amrein and Berliner (2003) concluded that 
such tests often decrease student motivation and lead to higher stu- 
dent retention and drop out. Nonetheless, the evidence of effects of 
such testing is mixed (e.g., Carnoy and Loeb, 2002). 


This litany of disappointing outcomes is not intended to suggest that 
nothing works and that we should give up trying to improve the 
performance of our schools and children. Far from it. There are some 
demonstrably effective strategies capable of doing the job on a large 
scale including, for example, smaller primary classes, smaller school 
units, increased teacher pedagogical content knowledge, 
heterogeneous student grouping, aligned curricula, and effective 
teacher and administrator leadership. For the most part, however, 
these strategies cost more — not less - money (Molnar, 2002). More of 
the Comprehensive School Reform models may eventually prove to be 
useful, as well. But no one is likely to suggest that such success will 
come cheaply, either. 

The need for more, not less, money flew in the face of many policy- 
makers who had, by now, captured political power almost everywhere. 
Their view of the public sector, generally, was that it was a colossal 
monopoly that simply squandered scarce public resources. A good 
dose of medicine, in the form of the tools described above, was called 
for in order to dramatically improve both the efficiency and 
effectiveness of public schools. Almost every major ‘reform’ initiative 
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in the USA, Australia, Canada, New Zealand, the UK and other parts of 
central Europe over the past 15 years has been aimed, at least in part, 
at increasing the public accountability of schools with less money. A 
major exception to this pattern has been England’s National Literacy 
and Numeracy Strategies. Significant additional resources were 
invested in schools, as part of these strategies, and the strategies have 
been associated with measurable, although not uncontestable, 
improvements in student learning (Earl et al., 2003). 


Practices associated with transformational leadership 


An appreciation that successful leadership was likely to be primarily 
transformational rather than transactional began to emerge, then, as 
the result of the academic communities’ quest for a model of 
leadership that ‘worked’, in combination with the needs of 
organizations facing the harsh new realities of global competition in a 
knowledge economy. Of course, the term ‘transformational leadership’ 
admits to a variety of meanings. Some view transformational 
leadership as a class of approaches to, or models of, leadership rather 
than a distinct model of its own. For example, Leithwood and Duke 
(1999) have suggested that charismatic (Bryman, 1992), visionary 
(Nanus, 1992) and cultural (Schein, 1992) models of leadership all 
bear a family resemblance, and could be considered part of the same 
approach. But there are lines of theory and research, focused on both 
non-school and school organizations, the aims of which are to 
consistently define and assess transformational leadership as a 
distinctly unique set of practices. We summarize these efforts here. 


Non-school perspectives 


Bass’s (1997) version of transformational leadership, or something 
close to it, has dominated research in non-school contexts and now 
includes four categories of practices: 


’ charisma — practices which arouse strong emotions and identifica- 
tion with the leader’s personal qualities and/or sense of mission 
inspirational leadership - communicating an appealing vision and 
modelling exemplary practices consistent with that vision 
individualized consideration — providing support and encouragement to 
employees for their efforts and opportunities to develop further 
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= intellectual stimulation - practices which increase followers’ aware- 
ness of problems and encourage them to think about their work in 
new ways. 


Bass’s model also includes transactional dimensions, some of which are 
considered necessary for successful leadership but certainly are not suf- 
ficient. These include contingent reward (clarifying the work to be 
done and using incentives and rewards to encourage such work), active 
management-by-exception (monitoring employees’ work and taking 
corrective action, as needed), and passive management-by-exception 
(taking corrective action in response to deviations from desired prac- 
tices). A survey instrument designed by Bass (the Multifactor 
Leadership Questionnaire) has been used as the measure of leadership 
in many of these studies. Job satisfaction and extra effort on the part of 
employees are typically considered to be the outcomes this model of 
leadership is designed to accomplish and an impressive amount of evi- 
dence now suggests that transformational practices predictably result 
in such outcomes (e.g., Dickson et al., 2003; Yukl, 1999). 


School-based perspectives 


A considerable amount of evidence about transformational leadership in 
schools has been conducted using Bass’s model of such leadership, 
unmodified in acknowledgement of the unique nature of school organi- 
zations. By far the largest bulk of this evidence has been produced 
through doctoral dissertation. For example, a search of Dissertation 
Abstracts for the years 1996 to 2003 identified 127 studies of transforma- 
tional leadership in schools, approximately 80 per cent of which were 
based, wholly or mostly, on Bass’s model and measurement instrument. 

Schools, however, are not just the same organizations as 
government bureaucracies, the military or private sector for-profit 
organizations, which are the settings for much of the research which 
has produced the Bass model of transformational leadership and its 
variants. While all organizations share some features in common, 
schools, for example, have unique goals, unusually committed 
employees and highly porous boundaries. As compared with 
governments, the military and many large corporations, their 
structures have always been extremely flat, although teachers do their 
work in isolation from other adults most of the time; furthermore, it 
is hectic, fast-paced work that allows little time for reflection. Schools 
occupy a special niche in the minds and hearts of parents as surrogates 
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for their most precious belongings. What would possibly make us 
think that such unique features would not influence how successful 
leadership is exercised in schools? 

To date, Leithwood and his colleagues have provided the most fully 
developed model of transformational leadership specifically for school 
organizations, one that has been the object of several dozen empirical 
studies to date (e.g., Leithwood and Jantzi, 1990; 1999; 2000; 2006). For 
example, in recognition of what it is about schools that are unique, this 
model: 


» depends not at all on charismatic practices or leader characteristics 
assumes wide distribution of its practices and functions across roles 
within and outside the school 
focuses as much or more on building the capacity of staff as on 
motivating them 
takes the creation of opportunities for collaborative work among 
staff as a major challenge to be addressed 
acknowledges the interdependent relationships among leadership 
and managerial activities 
works toward the creation of roles in schools for parents and mem- 
bers of the community as partners and co-producers of student 
learning. 


The model consists of three broad categories of leadership practices, 
each of which includes a number of more specific practices. These spe- 
cific practices are nowhere near detailed enough to be considered 
‘prescriptions’, however, and that is quite intentional for two reasons. 
First, specific school contexts require discretion and adaptation on the 
part of leaders, if they are to be successful, no matter their general ori- 
entation to leadership. Second, judgement needs to be exercised about 
when particular practices are appropriate. One does not go about ‘set- 
ting high expectations’ at every turn; for example, one looks for those 
opportunities when modelling or talking about expectations is likely to 
have the greatest effect. 


Setting directions 


A critical aspect of transformational leadership is helping staff to 
develop shared understandings about the school and its activities as 
well as the goals that undergird a sense of purpose or vision. People are 
motivated by goals which they find personally compelling, as well as 
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challenging but achievable. Having such goals helps people find mean- 
ing in their work and enables them to find a sense of identity for 
themselves within their work context. Often cited as helping set direc- 
tions are such specific practices as identifying and articulating a vision, 
fostering the acceptance of group goals and creating high-performance 
expectations. Visioning and establishing purpose also are enhanced by 
monitoring organizational performance and promoting effective 
communication (Bennis and Nanus, 1985). 


Developing people 


While clear and compelling organizational directions contribute 
significantly to members’ work-related motivations, they are not the 
only conditions to do so. Nor do such directions contribute to the 
capacities members often need in order to productively move in those 
directions. Such capacities and motivations are influenced by the 
direct experiences organizational members have with those in 
leadership roles, as well as the organizational context within which 
people work. 

The ability to engage in such practices depends, in part, on leaders’ 
knowledge of what is required to improve the quality of teaching and 
learning. While this ability is often described as ‘instructional leader- 
ship’, it also is part of what is now being referred to as leaders’ 
emotional intelligence. Recent evidence suggests that such intelligence 
displayed, for example, through the personal attention devoted by a 
leader to an employee and the use of the employee’s capacities, 
increases levels of enthusiasm and optimism, reduces frustration, trans- 
mits a sense of mission and indirectly increases performance 
(McColl-Kennedy and Anderson, 2002). 

More specific sets of leadership practices significantly and positively 
influencing these direct experiences include, for example, offering 
intellectual stimulation, providing individualized support and provid- 
ing an appropriate model. 


Redesigning the organization 


Transformational leaders create conditions in their schools which sup- 
port and sustain the performance of administrators and teachers, as 
well as students. This set of practices acknowledges the importance of 
collective or organizational learning and the building of professional 
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learning communities as key contributors to teacher work and student 
learning. Such practices assume that the purpose behind organizational 
cultures and structures is to facilitate the work of organizational mem- 
bers and that the malleability of structures should match the changing 
nature of the school’s improvement agenda. 

Specific practices typically associated with this category include 
strengthening district and school cultures, modifying organizational 
structures to foster culture-building and creating collaborative 
processes to ensure broad participation in decision-making. This cate- 
gory of practices also includes the ongoing refinement of both routine 
and non-routine administrative processes. 


Effects of transformational school leadership 


Although relatively modest in size, the body of empirical evidence 
about the effects of transformational leadership in school contexts 
attests to its suitability in schools faced with significant challenges for 
change and greater accountability (e.g., Day et al., 2000; Leithwood et 
al., 1999); it supports the contribution of this form of leadership, 
when exercised by principals, to a wide array of individual and 
organizational outcomes (e.g., Leithwood et al., 1996) paralleling 
claims made for this approach to leadership in non-school contexts. A 
small number of other researchers have reported evidence about 
transformational school leadership during this time, as well. For 
example: 


® Marks and Printy (2003) report significant contributions to class- 
room instruction of both instructional and transformational 
approaches to leadership on the part of principals 
Leithwood and his colleagues found that transformational school 
leadership practices explained a small but significant amount of 
variation on students’ engagement in school (Leithwood and Jantzi, 
399) 
Silins et al. (2000) found significant contributions of transforma- 
tional leadership to both student and organizational learning in 
schools 

= Geijsel and her colleagues (2003) reported significant effects of such 
leadership on teachers’ levels of effort and commitment. 
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The three categories of leadership practices we have associated with trans- 
formational leadership are similar to the categories that have emerged from 
other leadership research not specifically conceptualized as transforma- 
tional. For example, Hallinger and Heck’s (1999) review of educational 
leadership effects pointed to three consequential categories of practices 
which they labelled ‘purposes’, ‘people’, and ‘structures and social systems’; 
Conger and Kanungo’s (1998) work identified ‘visioning strategies’, 
‘efficacy-building strategies’ and ‘context changing strategies’. 

The apparent comprehensiveness of the practices we have associated 
with transformational school leadership may help explain why such leader- 
ship has proven to be of value in schools in a wide array of cultural contexts, 
for example, Hong Kong, the USA, the Netherlands, England and Canada 
(e.g., Day et al., 2000; Geijsel et al., 2003; Yu et al., 2002). Bass (1997) has 
made comparable claims about the broad applicability of his model in non- 
school organizations, as well. All the more reason to think that this 
approach to leadership has considerable promise in schools saturated with 
multiple demands for change from many sources. 
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Invitational leadership 


John M. Novak 


This chapter considers: 


1. The importance of a leadership stance that artfully integrates feel- 
ings, thoughts and actions personally and professionally. 

2. The necessity of having defensible ethical, psychological, and edu- 
cational foundations for school leadership. 

3. A concept of leadership communication that focuses on people, 
places, programmes, policies, and processes. 

4, A systematic way to handle conflict in a caring, efficient, and 
growth producing way. 

5. A structured way to move toward pervasive adoption of inviting 
principles and practices. 


Introduction 


In many respects, school leaders resemble long-distance runners. Neither 
wants to run out of steam, head in the wrong direction, or find obstacles 
they cannot handle. Both seek to develop a good heart, a disciplined 
mind, and capable strategies. Both want to be in it for the long run. 

For any approach to school leadership to work in the long run it has 
to connect with a person’s heart, head, and hands. That is, a person’s 
leadership stance, the basic position one operates flemyemeeds to reel 
right, make sense, and enable complex issues to be handled with skill, 
and even, at times, artistry. This is especially true for leaders who 
intend to call forth and sustain the ever-renewing goal of educational 
living for all involved in the work of schools (Novak, 2002; 2003). Such 
an intention has a name: invitational leadership. 
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Invitational leadership is an attempt to focus an educator’s desires, 
understandings, and actions in order to create a total school environ- 
ment that appreciates individuals in their uniqueness and calls forth 
their potential. It is built on the guiding ideal that education is funda- 
mentally an imaginative act of hope and this hope is communicated 
through persistent, resourceful, and courageous practices. Keeping this in 
mind, the role of invitational leaders is to encourage, sustain, and extend 
the contexts in which imaginative acts of hope thrive. In order to do this, 
invitational leaders work from a theory of practice, a self-correcting set of 
interrelated foundations, assumptions, concepts, strategies and insights 
about what matters in education and how it can be brought about inside 
and outside schools. This chapter looks at the foundations, assumptions, 
concepts, strategies and insights of invitational leadership and how it can 
be of help in the present, and in the long run. 


Foundations and assumptions matter 


Schools are complex message systems that continually inform people 
of their worth, ability, and self-directing powers. Invitational leader- 
ship is a part of a larger ethical project that aims to construct messages 
that cordially, consistently, and creatively summon all people to realize 
more of their social, intellectual, emotional, moral, and creative poten- 
tial. This larger project is called the ‘inviting approach’ (Purkey and 
Novak, 2008; Novak, Rocca, and DiBiase, 2006; Purkey and Novak, 
1996; Novak and Purkey, 2001) and is based on an evolving and inter- 
related set of foundations and assumptions. 


Foundations 


If you ever try to set up a Christmas tree you soon realize that just 
because you have decorated a beautiful tree does not mean that it will 
not topple. Without a solid base the tree will topple. The base, often 
unnoticed, provides a needed foundation for all else that follows. Sim- 
ilarly, ongoing practices, programmes, and policies need support if they 
are not to come crashing down. The following four foundations of invi- 
tational education provide the needed support for all that follows: 


* the democratic ethos: an ethical and political commitment to the 
idea that all people matter and have a right to participate meaning- 
fully in the rules that regulate their lives 


Invitational leadership 55 


AN ANNs OE 


m the perceptual tradition: a psychological perspective that takes seri- 
ously the democratic ethos by focusing on how things are seen from 
the point of view of the person 
self-concept theory: a viewpoint based in the perceptual tradition 
that all people are internally motivated to maintain, protect, and 
enhance their sense of who they are and how they connect with the 
world 
the goal of educational living: an ideal that aims to have people able 
to savour, understand, and better more of their individual and col- 
lective experiences. 


These four foundations emphasize that education for a democratic 
society consists of intentional and sustained practices that attend to 
each individual’s perspective, motivation and need for enabling aes- 
thetic, cognitive, and ethical experiences. From this theoretical base, 
invitational educators develop working assumptions about what peo- 
ple are like and how they are to be treated. 


Assumptions 


If the foundations of invitational education are the base, its assump- 
tions can be seen as the branches. Each reaches out and up to carry 
more life. The following five assumptions express respect, trust, Care, 
optimism, and intentionality and are manifested in an inviting stance. 


Respect. People are valuable, able, and responsible and should be 
treated in ways that acknowledge and extend their worth, talents, 
and abilities to take ownership of their actions. 

Trust. Education is a co-operative, collaborative activity in which 
mutuality can be enhanced. 

Care. The process is the product in the making because how you go 
about doing something affects what you end up with. 

Optimism. People possess untapped and unknown potential in all 
areas of human endeavour. 

Intentionality. Human potential can be realized best by places, poli- 
cies, processes, and programmes specifically designed to invite 
development and by people who are personally and professionally 
inviting with themselves and others. 


The inviting foundations and assumptions should enable an educator 
to operate from an inviting stance, a focused framework for sustained 
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action. This framework enables an educator both to dig in and to 
branch out in the extension of messages that call forth human poten- 
tial. In terms of preparing for the long run, this enables an educator to 
do the preliminary stretches and roadwork. 


Concepts of inviting 


You never change things by fighting the existing reality. To change some- 
thing, build a new model that makes the existing model obsolete. 
(Buckminster Fuller) 


Taking into consideration the previously mentioned foundations and 
assumptions, invitational leadership is built on the idea that educating 
in and for a democratic society ought to be based on a doing-with 
rather than a doing-to relationship. That is, rather than using dictating 
or Manipulating metaphors based on actions intended to command, 
build, or motivate people, educating should be seen as the process of 
inviting, calling-forth participation in worthwhile and meaningful 
activities. With this in mind, the modus operandi of the invitational 
leader is the invitation. 

An invitation is defined as the summary of the content of messages 
communicated verbally, non-verbally, formally and informally through 
people, places, policies, programmes, and processes. These inviting 
messages tell people that they are valuable, able and responsible and 
can behave accordingly. With this focus on inviting messages, invita- 
tional leaders have a perspective for addressing, evaluating and 
modifying the total school environment. Their next job is to decide 
what areas to focus on. 


Areas of focus 


If schools are message systems, these messages are communicated 
through people, places, policies, programmes, and processes. Each of 
these five areas provides ample room for application. 


= People. Invitational leadership is person-centred, in that it begins 
and ends with people and their perceptions about what is happen- 
ing and what is possible. In inviting schools every person within the 
school is seen as an emissary of the school. This means that invita- 
tional leaders attend to interactions among and between the 
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teachers, administrators, custodians, volunteers, parents, and stu- 
dents. The goal is not to put on a contrived congeniality with fake 
enthusiasm and false smiles, but to develop a sense of respect for 
each other in developing a professional learning community. 
Places. Schools take place in specific spaces. How we fill and unfill 
those spaces sends powerful and continual messages. The appear- 
ance and upkeep of the school sends a message about the 
competence, care, and commitment of those in charge. An easy 
place to begin in creating an inviting environment is to look at the 
signs in the school. Signs that say things such as ‘Visitors must report 
to the office. Violators will be prosecuted.’ can be changed to ‘In 
order to better serve you, and for the safety of our students, please 
report to the office. The office is straight ahead’. Quite simply, all 
signs in the school should be educational and inviting. That is, they 
should provide justification for their requests in a caring manner. 
The effects of our sign language live on through each encounter and 
memory. 

Policies. The written and unwritten rules and directives of a school 
send a message about the rulers of the school and the direction in 
which it is heading. Many schools have an eloquently articulated 
mission statement that is disconnected from their day-to-day prac- 
tice. Such mission statements breed discontent and cynicism. 
Invitational leaders work to breathe life into their evolving mission 
statements and use them as a basis for examination of present prac- 
tices and creation of new ones. For example, if a school aims to be 
an inviting school, it pays attention to the messages it extends. This 
can be seen in how the telephone is answered at the school. An invit- 
ing way to do this is to have as a policy that every phone call will be 
answered promptly with a greeting, identification, and an offer of 
assistance provided cheerfully. This sounds easy, but you would be 
surprised by how often this is not done, and the negative message 
that this sends. 

Programmes. The formal and informal, curricular and co-curricular 
activities of the school are at the heart of its intellectual, emotional, 
and social functioning. Programmes that are perceived to be lacking 
in educational integrity, that are racist, sexist, elitist, ethnocentric, or 
discriminatory, tell people that they are not valuable, able, or 
responsible. Inviting leaders work to establish many and varied 
inclusive activities and programmes based on student, Staff, and 
community interests. Programmes that take insiders outside the 
school and bring outsiders inside the school send the message that 
the school is a vibrant and connected institution. 
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Processes. The final factor deals with the spirit in which the other 
factors are orchestrated. The development of inviting personal 
behaviours, signs, telephone protocols, and programmes needs to be 
done in ways that coincide with the feel and flavour of the philoso- 
phy of invitational education. Quite simply, this means that the 
people who are affected by decisions in a school should have a say 
in how these decisions are formulated, implemented, and evaluated. 
Invitational leaders point to the shared direction, help stay the 
course and develop the feeling that ‘We are all in it together.’ 


In each of these five areas of application, invitational leaders learn to 
apply steady, persistent, and imaginative pressure. Often even the 
biggest challenge can be reduced, removed, or redirected by intentional 
work on these ‘Five Ps’. 


Levels of functioning 


schools come alive or are deadened by the messages communicated 
through the people, places, policies, programmes, and processes. 
Although there are many ways to categorize these messages, and 
human behaviour can be much more complex, invitational leaders 
begin by looking at messages as calling forth or shunning potential, 
and as either done with or without resolve. With that in mind, the 
following four-plus levels of functioning can be described: 


Intentionally Disinviting 


Messages at this lowest level are meant to demean, diminish, or 
devalue human spirit. They take the heart out of a person by commu- 
nicating to that person that they are incapable, worthless, or 
irresponsible. This is a perversion of the educational ideal and a viola- 
tion of the trust that is necessary to develop and sustain imaginative 
acts of hope. The job of invitational leaders is to oppose such practices 
and work to change them whenever they occur. Of course there will be 
times when any educator may ‘lose it’ because of anger or frustration. 
What is important from the inviting perspective is that this behaviour 
is understood but not justified. Justification of intentionally disinviting 
behaviour, as tempting as it may be, makes it easier for it to happen 
again. Invitational leaders work to keep this in mind. 
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Unintentionally Disinviting 


Thank goodness, for the most part, intentionally disinviting behaviours 
are considered inappropriate, unacceptable and wrong. However, since 
most educators do not mean to harm, this does not mean that they may 
not be doing harm. Being clueless about the harm perpetuated through 
insensitivity, abruptness, and lack of forethought does not make it less 
real to those harmed. Unintentionally disinviting behaviour lacks atten- 
tion to the consequences of actions and is disconnected from feedback 
necessary to make early and easier changes. Reactions to unintentionally 
disinviting behaviour may come in the form of an angry outburst and 
call forth an even angrier reply. Invitational leaders create situations 
where people can openly discuss, reflect on, and modify the effects they 
are having on each other. Being able to do so is a way to make on-going 
learning experiences of even the most unpleasant incidents. 


Unintentionally Inviting 


Many educators, without giving it much thought, are good-natured 
and easily establish gregarious relationships. Certainly this has value, 
but it does not go far enough because of its lack of thoughtful resolve. 
When what comes naturally does not work, educators at this level tend 
to blame the other and revert to disinviting behaviour, either uninten- 
tionally or intentionally. Without the use of a larger explanatory 
scheme and a commitment to a particular way of being with others, 
unintentionally inviting educators are all over the place and eventually 
disconnected from what is happening around them. Invitational lead- 
ers call attention to unintentionally inviting practices so that they can 
become more reflectively embedded in the culture of the school. Unin- 
tentionally inviting actions can become the starting point for more 
thoughtful aiid sustained practices. 


Intentionally Inviting 


Being intentionally inviting means to do things on purpose for purposes 
you can defend. Educators who demonstrate resolve, resourcefulness and 
resillience in their actions are said to be intentionally inviting. At this 
level the policies and programmes established and the places and 
processes created and maintained demonstrate a deep commitment to 
caring and democratic purposes. Educational leaders operating at this 
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level are not easily blown off course. When something new comes up, 
they are able to work from their inviting stance to modify their practice 
and grow through the process. Invitational leaders work at becoming 
intentionally inviting and show a consistent and dependable commit- 
ment to the appreciation of people and their development. 


The Plus Factor 


Ultimately, the inviting perspective can become so internalized it 
becomes a person’s preferred way of dealing with people, personally 
and professionally. When this happens, the person is operating at what 
is called the ‘plus factor.’ At this level the invitational leader is able to 
think with the basic concepts of invitational education and extend this 
thinking into newer and more creative educational concerns. At the 
‘plus factor,’ the inviting approach becomes ‘invisible’ and does not 
attract attention to itself. Like the long-distance runner who is com- 
fortable at full-stride, invitational leaders are operating with all systems 
flowing together and are enjoying the process along the way. Operat- 
ing at this level is not easy. It takes persistence, resourcefulness, and 
courage. It also takes the artful integration of the way we treat ourselves 
and others, personally and professionally. 


Areas of inviting 


Although an inviting approach may enable an educator to solve some 
problems immediately, it is not a quick fix. Just as long-distance runners 
may be able to sprint when need be, they also know that they cannot run 
a whole race this way. They will soon be winded and, at best, have to 
struggle the rest of the way. At worst, they will drop out, never to run 
again. If invitational leaders are to be in it for the long run, they need to 
have all systems working for them. This means they have to attend to 
themselves and others, personally and professionally. They have to 
orchestrate the four areas of inviting themselves and others, personally 
and professionally. This means that they have to do the following: 


Invite Oneself Personally 


The inviting approach is intended to be applied to all people. This means 
that if it is a good thing to do with others, it also is a good thing to do 
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with oneself. Long-distance inviters cannot survive on continual self-sac- 
rifice. They need to renew themselves to avoid getting resentful and 
disgruntled. This means that inviting leaders have a responsibility to take 
care of themselves and interject imaginative acts of hope into their lives. 
Quite simply, this means such practical things as keeping in reasonable 
shape, trying some challenging ‘personal first,’ finding some ways to live 
with a flourish, and developing relaxation techniques. A particular area 
of concern is paying attention to one’s self-talk, what one says to oneself 
about oneself. The importance of positive and realistic self-talk cannot be 
overemphasized (Purkey, 2000). 


Invite Others Personally 


A key element in the inviting approach is interdependence, the idea 
that ‘we are all in this together’. This development of co-operative rela- 
tionships is essential to initiating and sustaining inviting projects. Of 
special importance is the nurturing of a personal support group where 
one can feel comfortable, share good and bad feelings, and enjoy sto- 
ries and laughter. Putting this into effect means practising common 
courtesy, keeping oneself informed about what is happening in peo- 
ple’s lives, and letting people know that you appreciate particular 
things they have done. A special concern here is paying attention to 
sarcasm and inappropriate humour. Jokes at others’ expense can be 
very divisive. On the positive side, the establishment of an active and 
creative social committee can be vital for a school’s spirit. 


Invite Oneself Professionally 


We live in what has been described as a post-modern, pluralistic world. 
This means that things are not as they used to be and are not likely to 
be that way again. (And they never may have been that way in the first 
place.) This being the case, invitational leaders have a responsibility to 
keep abreast with what’s happening in the ever more connected world 
that we share and are helping to shape. With the increasing emphasis 
on instructional technology in schools, invitational leaders have a spe- 
cial responsibility to gain skill in using computers and personally 
exploring their possibilities and limitations (Di Petta, Novak, and 
Marini, 2002). On a practical level, invitational leaders invite them- 
selves professionally by participating in academic programmes, writing 
articles, and spending time reading. An educator who is not moving 
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forward runs the risk of being run over by events in addition to becom- 
ing professionally obsolete. 


Invite Others Professionally 


The job of educational leaders is to call forth, sustain, and extend peo- 
ples’ abilities to savour, understand, and better more of their individual 
and collective experiences. They are successful when more and more peo- 
ple they influence learn that they can learn. Using self-concept theory as 
a guide, invitational leaders strive to help everyone develop realistic and 
positive perceptions about themselves as learners seeking to grow and 
make more sense of the world around them. This means invitational 
leaders focus their attention on having people become more able to 
relate, assert, invest, and cope. That is, they aim to have people relate 
(trustingly connect with others and the human condition); assert 
(develop a sense of control and the ability to fight for one’s self-directing 
powers); invest (improve one’s sense of inquiry and willingness to try 
new things); and cope (deal competently with life’s demands). 

As important as it is to invite others professionally, this is not done 
in isolation from the rest of one’s personal and professional life. Know- 
ing this, invitational leaders work to artfully orchestrate all four areas 
so they can keep their emotional hearts beating; support their support 
groups; thrive in their vocation; and call forth life-long learning in 
those they work with and professionally encounter. This balanced 
approach to living enables them to become more proficient in using 
inviting strategies. 


Inviting strategies 


Inviting leaders possess solid foundations, enabling assumptions and 
generative Concepts to work with. The following Strategies give them 
some specific suggestions on ways to proceed artfully, handle conflict 
thoughtfully, and bring about change convincingly. 


The skills, craft, and art of inviting 


For running to be a part of one’s life, a person needs to run on a regu- 
lar basis. By practising different strides and paces a runner can craft a 
good race and eventually get in the ‘zone,’ the art of running where 
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one’s legs seem to carry one forward effortlessly (or so I am told). Like- 
wise, for leaders to be intentionally inviting, they need to consistently 
invite. This involves working at the 11 skills of inviting so they can 
craft better working relationships and eventually function at a plus fac- 
tor level. These eleven skills are categorized as a part of being ready, 
doing with and following through. 


Being ready 

Being intentional means being prepared and not being overwhelmed 
by what one encounters. This sets the tone for all that will happen and 
involves the following: 


1. Preparing the environment. Create a people-friendly work area that is 
clean, comfortable, and safe so that people feel included and at ease. 
Making sure that spaces are filled with plants, colourful artwork, and 
good smells is a good way to start. So is attending to adequate heat- 
ing, light, and ventilation. 

2. Preparing oneself. One way to get into an inviting frame of mind is to 
recollect situations in which one was invited or disinvited. How did 
it feel then? How do you feel about it now? How do you want oth- 
ers in your school to feel? In addition, preparing oneself also means 
attending workshops in order to come to terms with, and move 
beyond, one’s stereotypes, biases, and prejudices. 


Doing with 

When the rubber hits the road, the process of inviting is enhanced if 
one attends to some basic features of thoughtful communication. This 
involves the following: 


3. Developing goodwill. The inviting approach is dependent on trust. 
Trust takes time to develop and cannot be legislated. Perhaps the 
best way to develop trust is to be trustworthy. This means taking an 
interest in others, helping them achieve meaningful goals, and 
respecting confidences. Goodwill also means using appropriate self- 
disclosure, letting people know how we feel about difficulties we 
have encountered and what we have learned from our mistakes. 

4. Reaching a variety of people. People have a tendency to communicate 
with people who are most like them. Invitational leaders are aware 
of this and work to make sure that their invitations are extended 
fairly and sensitively so as to avoid being perceived as promoting 
favouritism and exclusion. Some leaders have a card catalogue of 
different people in the school and use the cards to select to interact 
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with people they may have previously overlooked. This can open up 
new worlds of interest. 

. Reading situations. Because of its perceptual basis, invitational educa- 
tion focuses on the personal meanings behind behaviours. This 
means attending to the unique contexts one finds oneself in and the 
specific meanings related to that context. Just as no two people are 
exactly alike, neither are any two situations. Invitational leaders also 
work to decode seemingly negative messages. For example, when 
someone says they do not care, this may mean that they do not 
want to fail or they do not want to be hurt. 

. Making invitations attractive. Not all invitations are created equal. 
some messages are crafted with energy, care, and competence and 
are perceived as such. Others are perceived as mechanical, vague and 
uninformed and are tuned out by recipients. Invitational leaders 
work on developing special flair that calls out even the most stub- 
born resister. This comes with practice. What also comes with 
practice is the ability to extend ‘limited time’ invitations. For exam- 
ple, asking someone to have a cup of tea between classes rather than 
a more time-consuming lunch is easier to agree to. Timely, limited- 
time invitations can enable others to try something in small, safe 
doses. 

. Ensuring delivery. Invitations that do not get delivered do not get the 
job done. Invitational leaders realize that clarity and directness are 
required in sending an invitation, along with an acknowledgement 
from the recipient that the message has been received. Rather than 
saying, ‘Let’s visit each other’s schools sometime,’ the more specific 
message can be, ‘Let’s plan on visiting each other’s schools on Mon- 
day’. This message is confirmed by saying, ‘See you Monday 
morning at 8:00 in my office’. A specific invitation may be declined 
but it allows a better understanding of what may be the problem. 

. Negotiating alternatives. An invitation may be accepted, rejected, held 
in abeyance, or negotiated. Creative negotiators work to construct 
more agreeable invitations by getting the recipient involved. If 
nothing seems to be working, an invitational leader can say, ‘If you 
will not accept this invitation, let me know one you will accept’. 
This invitation provides a chance to get everything on the table and 
provides a conversation on developing a mutually agreeable invita- 
tion. Sometimes people just want some time to let things sink in so 
they can respond at their own pace, in their own way. 

. Handling rejection. There is no guarantee that an invitation will be 
accepted. At a cognitive level, an invitational leader may know this 
but the rejection can still hurt. In coming to terms with rejection, it 
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is first important to decide if the invitation was rejected or the per- 
son just needed more time to think about the invitation and how 
and when to accept. It is also important to realize that even when 
an invitation is rejected, it may have nothing to do with the sender. 
In addition, extending an invitation that eventually may be rejected 
may help set the stage for another invitation to be accepted later. 


Following through 

The inviting process involves a net. It begins on the sender’s side, 
moves to the recipient’s side, and finally comes back to the sender. 
With the action back again in the sender’s side, the process can be 
completed and reflected upon. 


10. Completing the invitation. When an invitation is accepted, it is the 
sender’s ethical responsibility to make sure that what was offered is 
made available. Not to do so is to be fraudulent and make it expo- 
nentially more difficult for invitations to be accepted in the future. 
Word gets out that people who do not follow through with their 
invitations are more sizzle than steak. Lacking credibility, their 
superficially positive messages generate suspicion and cynicism. An 
invitational leader knows the importance of having actions follow 
words. 

11. Reflecting on the process. Something is always learned in the inviting 
process. If an invitation is successfully acted upon, an invitational 
leader is able to savour the experience and be able to bring up the 
experience as a reminder of what education is all about. If an invi- 
tation is not accepted, an invitational leader is able to look at what 
happened and see what may have gone wrong: Was the message 
clear? Did the recipient have the inclination and skills to act suc- 
cessfully on the invitation? How can I be more imaginative with 
the messages I send? Who might I discuss this with? 


Hammering a nail is a skill. Building a house is a craft. Constructing a 
pleasing habitat is an art. Each involves moving to a deeper level of 
complexity. Likewise, invitational leaders can develop skills through 
practice in each of these 11 areas. Eventually they can craft more com- 
plex and imaginative messages. And often, with enough practice and 
commitment, they can become artfully inviting. At this stage they 
develop the feel for when to send and not send invitations and when 
to accept and decline invitations. They understand that if an invitation 
is not sent, it cannot be accepted; if someone does not accept invita- 
tions it is difficult for them to invite; if another does not invite, | 
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cannot accept; and if there are no invitations, there is very little joy and 
growth. This art of inviting is fully tested in dealing with conflict. 


Inviting conflict 


Limited resources and differing perspectives about what has happened, 
is happening, and should be happening are an ever-present reality in a 
pluralistic democracy and so, consequently, is conflict. Even artfully 
inviting leaders operating at the plus level cannot avoid conflict. Nor 
Should they. The choice is not to avoid disagreements but to seek to 
handle disagreements and difficulties in the most decent, respectful, 
and caring way possible. Inviting leaders find ways to deal with conflict 
at the lowest emotional level and the least time-consuming and 
energy-consuming manner by following the ‘Rule of the Six Cs.’ The 
idea is to start at the lowest possible C and move up to a higher C only 
as necessary. Anybody can escalate a conflict and throw petrol on a fire. 
Using an inviting stance, an invitational leader uses trust, intentional- 
ity, respect, optimism, and care to resolve the conflict at the lowest 
possible C, beginning with concern. 


1. Concern 

When there is a rising of negative feeling and hostile thoughts, an invit- 
ing leader should first try to step back and see what is happening and 
whether an action is really necessary. A key distinction to keep in mind 
is the difference between a preference and a concern. A preference is 
something we would like to see happen. A concern is something we need 
to take action on if we are to be professional or ethical in our practice and 
respectful to ourselves. Some questions to ask oneself are these: 


Does this concern a legal, moral, or safety issue? 
Will this issue take care of itself without interventions? 
* What more might I need to know about what is happening? 


Not so surprisingly, many concerns can be resolved at this level. Some 
are not. If sober second thought does not work, it is necessary to move 
to the next C. 


2. Confer 

If an educator handles conflict the same way an untrained layperson 
would, the educator is not a true professional. Educating involves devel- 
oping relationships between, with, and for people. seeking voluntary 
compliance to reasonable rules, the inviting leader first should demon- 
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strate self-control. Next, the leader should demonstrate care by initiating 
a private conversation about what the concern is, why it is a concern, 
what is proposed to resolve the concern and then obtain voluntary ver- 
bal compliance. Agreement to comply with a request can be obtained by 
asking the other this question: ‘Will you do this for me?’ This verbal 
compliance is very important at this stage and is also used at later stages. 
Some questions to be asked at the conferring stage are these: 


= Have I expressed my concern respectfully? 
Have | listened to the other in an open and honest manner? 
Have I discovered anything new about the situation? 


Again, not surprisingly, many, but not all, concerns will be taken care 
of at this level. If respectful conferring does not work, it is necessary to 
move to the next level. 


3. Consult 

The previous two stages are informal. The move to consult involves a 
more formal, problem-solving approach. Still operating in a respectful 
manner, the invitational leader will remind the other person about 
what has been previously agreed upon and that this agreement has not 
been kept. Still listening to the other, the leader may offer some sug- 
gestions about or brainstorm what needs to be done. Also, at this point, 
the documentation procedure begins. Some questions that may be 
asked at this stage are the following: 


Is it still clear what is expected? 
Is there anything new that | need to be aware of? 
How might | be of assistance to the other person? 


Many, but not all, issues may be resolved with this mutual problem 
solving. Some linger on, so it is necessary to go to the next level. 


4. Contront 

If a concern has reached this level, it needs to be resolved in a serious, 
no-nonsense manner. Again, an invitational leader will respectfully 
point out that this concern has been addressed previously and repeat- 
edly, that the other gave his or her word to resolve the situation, and 
the concern still continues. It is now important to state the conse- 
quences of non-compliance if the other person does not live up to the 
agreement. Questions to ask oneself at this stage include the following: 


Has there been a sincere attempt to handle the conflict at a lower 
level? 
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» Dol have documentation about earlier efforts to resolve the issue? 
Do | have sufficient authority, power, and will to follow-through 
with the consequences? 


Again, many, but not all, conflicts may be resolved at this more formal, 
no-nonsense level. If they are not, it is time to move to the next level. 


5. Combat 

An invitational leader does not have to be a pacifist. There may be a time 
to fight, but the time to fight is not all the time. The word ‘combat’ at 
this stage is a verb meaning to reduce, eliminate, or change the situation, 
not the person. Unable to resolve the conflict at the lower levels, it is 
time to follow through on consequences through direct, firm, and imme- 
diate action. Having to combat a situation takes time, energy, and can 
often have unpredictable results. This being the case, it should be entered 
into carefully. Questions to ask at this stage are the following: 


® Do I have room for any other solution? 
Have | sought help from other colleagues? 
Can I publicly defend my actions? 


Even at this stage, invitational leaders will treat the other with respect 
and dignity. After the consequences have been applied, it is important 
to go to the last C. 


6. Conciliate 
The inviting approach should not end in a combat mode. Both com- 
batants and non-combatants need to return to a state of normality. At 
this stage it is necessary to do the following: Do not fan the flames of 
tension; give people some space; stick to the principles and practices 
that you have been using throughout the process. Proceeding in this 
manner, it is still possible that all involved will carry on and might 
even grow through what has taken place. At this conciliation stage the 
following questions should be kept in mind: 
" Have | avoided using ‘in your face’ tactics? 

Have | sought helpful intermediaries? 

Do I return to the first C when a new conflict occurs? 


Although the inviting approach to conflict is based on simple princi- 
ples, it is not easy. It takes self-control, reflection, and practice. 
However, in schools throughout the world, this approach to conflict 
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has been taught to educational professionals, support staff, parents, 
and students. Having everyone working from the same principles and 
strategy is a way to make visible the vision and operating philosophy 
of the school. Will this six C approach work in every situation? No way. 
Human behaviour is much too complex to be reduced to any one strat- 
egy. Using the six Cs, however, can save time and energy, reduce 
negativity and acrimony and provide some insight on more complex 
issues. At a time when many people are attempting to ‘fight fire with 
fire,’ invitational leaders are emphasizing fighting fire with water. Cer- 
tainly long-distance runners and invitational leaders can do better 
when they use their energy wisely and have strategies for cooling off. 
Both also need a strategy for dealing with changes in the terrain. 


Inviting change 


Just as the inviting approach involves appreciating people in their 
uniqueness and calling forth their potential, invitational leadership 
involves appreciating what is presently being done in a particular 
school and working to have more of the school’s educational potential 
realized. The task of creating an inviting school is about the artful 
application of an evolving theory of practice. The invitational helix 
(Purkey and Novak, 1993) was constructed to deal with this task in a 
systematic and informed way. 

The invitational helix is a strategy for change based on the degree of 
knowledge and commitment people and groups have regarding the 
inviting approach. Quite simply, knowledge can range from awareness, 
understanding, application, and adoption. Commitment can go from 
occasional interest, to systematic application, to pervasive use. Using 
these four stages of knowledge and three phases of interest provides a 
12-step design for change. Although educational change is certainly 
more complex than this, this strategy gives the inviting leader a feel for 
where his or her school is now, where it might go, and how it might 
get there. Inviting change starts with a simple interest. 


Occasional interest (phase I 


Building on the good things a school is already doing is always a sound 
way to start. Recognition is given to current practices and plans are 
made to carry these into the future. Enthusiastic renewal is the hall- 
mark of the four steps of this phase. 
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1. Initial exposure. Before people can do anything with the inviting 
approach, they need to know about it. This beginning awareness can 
come about through a workshop, video, speaker, or book. Ideally, 
this introductory experience should remind educators about why 
they got involved in education in the first place and what they can 
do to keep alive their sense of commitment. 

2. Structured dialogue. Following a speech, programme, or video, there 
is a need for shared reflection on the Key ideas that were presented. 
Connecting them to current practices enhances the understanding 
of important concepts. Small group discussions about why these 
practices are inviting or disinviting should ensue. 

3. General agreement to try. Talk needs to be connected to action to 
become an intentionally inviting practice. At this step the group is 
willing to try a new idea and see how it works. Small modifications 
could be such things as stating signs more positively, adding rubbish 
bins, or trying new evaluation techniques. 

4. Uncoordinated use and sharing. New initiatives need to be shared to be 
appreciated and improved. During this step, groups and individuals 
report what is working and what is not working yet. Public recogni- 
tion of these practices sets the stage to move to a deeper phase. 


Systemic application (phase ID) 


The previous phase was about individual and group successes. This is 
followed by integrative change where people work together and look 
beyond their immediate environments to make the school as a whole 
their concern. 


1. Intensive study. An awareness of the inviting approach as a set of 
interrelated principles, concepts, strategies and insights is intro- 
duced here. Someone who has given the inviting model much 
thought and use explains the systemic nature of the approach, how 
it goes beyond programmes and methods, and is an evolving theory 
of practice. 

2. Applied comprehension. Understanding at the systemic phase means 
that the inviting approach is discussed as an integrated plan of 
action for the school. Those within and outside the school discuss 
what is happening in terms of people, places, policies, programmes, 
and processes. Inviting criteria are used to discuss if the school is 
more like an inviting family or an efficient factory. 

3. Strand organization. In order to apply inviting ideas in a systematic 
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way, teams are organized using the ‘five Ps’ of invitational educa- 
tion. A rotational method is used so that all strands will have input 
into each strand’s goals, objectives, obstacles, strategies for over- 
coming obstacles, and methods of evaluation. A co-ordinator is 
selected for each strand. 

4. Systemic incorporation. Each strand creates a name and logo and sets 
up regularly scheduled meetings. A co-ordinating group is estab- 
lished using the strand leaders. Reports are given to the school 
committee and networks are established outside the school. A uni- 
form strand report form may be used so that a record is kept of who 
is doing what, when. 


Pervasive adoption (phase IID) 


This is the advanced stage of awareness, understanding, application 
and adoption in which the inviting approach becomes a part of the 
deep culture of the school. The school also moves into leadership out- 
side the institution. 


1. Leadership development. An awareness that everyone in the school 
needs to be an invitational leader is stressed here. The relationship 
between invitational education and other school goals is explored. 
New approaches to teaching and learning are tried and evaluated. 
The job of the invitational leader is to serve as the leader of leaders. 

2. In-depth analysis and extension. Invitational leadership involves an 
understanding of differences that make a difference. This means that 
invitational leaders can examine other approaches to schools to see if 
they focus on a person’s perceptions; emphasize self-concept-as-learner; 
are humanely effective; and encourage democratic deliberation. Using 
these criteria, other approaches are modified accordingly. 

3. Addressing major issues. As invitational leaders, different members of 
the school community speak to issues within and outside the 
school. The school develops a deeper sense of purpose by having 
groups from outside the school share their perceptions and possibil- 
ities. A cutting-edge sense of application develops because of the 
school’s proactive stance. 

4. Transformation. At this final stage, invitational leadership permeates 
the whole school. The school serves as a model for what education 
can become and visitors come to the school to learn and contribute. 
Members of the school make presentations and serve as consultants 
+o other schools. The school is a living celebration of success. 
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This transformation step may seem too idealistic but it has become an 
actuality in some schools. Those who want to see living examples can 
visit Calcium Primary School in New York, Grand Island High School 
in Nebraska, Creative Primary School in Hong Kong, and The School of 
Achievement in South Africa. As the invitational leaders in these 
schools will tell you, it is not easy, but it has been an exciting and 
worthwhile effort. To get in contact with these inviting schools 
throughout the world please go to the following website: 
http://www.invitationaleducation.net/. 


Final statement 


In schools, everything we do matters, and every way we do things mat- 
ters. What we say to ourselves about education matters. How we treat 
others matters. What we teach and learn matters. How we work 
together matters. What type of society we are creating matters. Dealing 
with these matters is what invitational leadership is all about. It is for 
those who want to be in education for the long run: those who want 
to take key commitments to heart; those who wish to think with 
heuristic concepts; and those who seek to use imaginative strategies for 
life-long educational purposes. 
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Ethical leadership 





Robert J. Starratt 


This chapter considers: 


. Five levels of ethical enactment. 

2. The professional ethics of promoting the good intrinsic to the prac- 
tice of education. 

3. Applying the categories of transactional and transformational to the 
ethics of leadership. 

4. Three foundational virtues of proactive ethical leadership. 

5S. Authentic learning of the academic curriculum as a primary concern 

of ethical leadership. 


ea 


Introduction 


This chapter attempts to map out an ethical framework for educational 
leadership. It represents an effort to get beyond both the more tradi- 
tional ethical analyses of educational administration (Haynes, 1998; 
Maxcy, 2002; Strike et al., 1998), and more recent attempts to open up 
more synthetic and late modern perspectives (Starratt, 1991; Shapiro 
and Stefkovich, 2001; Starratt, 1998). While these previous analyses 
have proven helpful, I believe that they fail to get to the heart of the 
leadership issues, and only tangentially get to the heart of the educa- 
tional aspect of educational leadership. There is a deeper substratum of 
ethical issues which activate foundational virtues for educational lead- 
ers, and a necessary distinction of levels of enactment of these virtues. 
By peeling back the layers of these levels of the enactment of these 
foundational virtues, I hope to provide a vocabulary for practitioners to 
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name their experiences as they face the challenges of leadership in the 
present context of school reform and renewal. 


Levels of ethical enactment 


When we speak of educational leaders acting ethically, we should con- 
sider that there are various levels of acting ethically. The first and most 
basic level of ethical enactment is as a human being. At this level, an 
educational leader considers what the humanly ethical thing to do 
might be. When dealing with another human being, an educational 
leader has to take into account the intrinsic humanity of that other 
person. For example, when one is being annoyed by a mosquito, one 
simply slaps at it and kills the annoyance. When one is being annoyed 
by another human being, such behaviour is ethically questionable. 
There are other, more humanly appropriate ways to respond to the 
annoying person. When a chair is in our way, we pick it up and move 
it to the side; when a person is blocking our way, we find a more 
humanly acceptable way of opening up a passageway. When a child 
strikes out in the last innings with the bases loaded with the winning 
run on base, we respond differently than we would when the multi- 
million dollar salaried star of our favourite professional baseball team 
does that. If your spouse overcooks the noodles, there may or may not 
be an appropriately human way to respond; a lot depends on the cir- 
cumstances that preceded the overcooking. In other words, humans 
have to observe considerable delicacy and diplomacy in dealing with 
one another, for there is a basic level of respect and sacredness with 
which humans deserve to be treated. To violate that respect, to deny 
them their sacredness is to violate their humanity; as such, it is an eth- 
ical violation. 

The second level of ethical enactment for an educational leader is as a 
citizen-public servant. As a citizen, one has ethical obligations to respect 
the rights of one’s fellow citizens, and to respect the public order. As a cit- 
izen-public servant, one acts for the good of one’s fellow citizens; one 
seeks the common good, rather than one’s own benefit, or the benefit of 
one person at the expense of others. As a citizen-public servant, one is 
entrusted with responsibilities to provide certain services to the public. 
In a sense, the public servant is the state in action. The state has been 
established by the people and for the people, and those who work for the 
state represent the state-working-for-the-people in that particular institu- 
tion. Schools are chartered by the state to serve the interests of the 
people. Those public servants who work in schools are there as citizens 
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who are providing a public service to fellow citizens. They are there to see 
that democracy works; to lend their work to the furtherance of the 
democracy of the people. If they violate the rights and the trust of the 
people in the school, they are not only breaking the law, they are acting 
unethically in their role of citizen-public servant. 

The third level of ethical enactment for educational leaders is as an 
educator. At this level, the educator has specific responsibilities to know 
the material in the curriculum in sufficient depth so as to understand the 
multiple applications and uses that knowledge provides to the commu- 
nity. Likewise, an educator is obliged to be familiar with the most recent 
advances in the various academic disciplines in the curriculum. Other- 
wise, the educator could be propagating inaccurate or misleading 
knowledge about that subject. Furthermore, educators are obliged to 
translate the knowledge of the subject matter into terminology and 
examples that younger, less mature minds and imaginations can com- 
prehend. Otherwise, the educator's obligation to present the curriculum 
in developmentally appropriate formats to youngsters is neglected, and 
the very possibility of their learning is thwarted; the activity of educating 
is frustrated in the inept activity of the educator. In that case, the 
integrity of the activity of educating is violated in the very pretence to be 
educating. Thus, one can begin to discern that there is an ethic intrinsic 
to the activity of educating (Sergiovanni and Starratt, 2002). 

The ethic of educating is connected to the ethic intrinsic to learning 
itself (Starratt, 1998). Learning should be an effort to know and under- 
stand something. The activity of attempting to know should respect 
the integrity of what one is seeking to know. One should not start out 
with a preconceived notion of what one is attempting to learn, for that 
will distort what one will accept about the object one is seeking to 
know (‘Don’t confuse me with the facts ... ’). When one consciously 
distorts what one is purporting to have learned, then there is a viola- 
tion of the integrity of what one is supposed to have learned. 

This does not rule out the activity of interpreting what one is study- 
ing. Interpretation will enter into almost everything one is trying to 
learn. But interpretation should be based on as good a familiarity with 
factual information as is possible in the situation, and should be 
backed up with references to that factual information. A clear example 
of the public expectation of respecting the integrity of the object under 
study is found in the public censure of scholars who have been exposed 
as distorting their scholarship for self-interest or out of some ideologi- 
cal commitment. Their distortion is seen as an ethical violation of the 
very notion of scholarship. 

Educators who fail to insist on the integrity of knowledge with their 
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students can be accused of a kind of ethical laxity. Those who simply gear 
the work of teaching and learning to the achievement of high scores on 
tests, with little or no regard for the lasting meaning and significance of 
the curriculum, are teaching at best a superficial pursuit of knowledge 
and at worst a meretricious mistreatment of knowledge which empties 
the pursuit of knowledge of all but a crassly functional and self-serving 
purpose. That is to encourage a continuous violation of the very integrity 
of knowing and learning and is, as such, unethical. 

Someone might say, but you are talking about teachers, not educa- 
tional leaders in this level of ethical enactment. One could indeed be 
speaking of teachers at this level. In this era of encouraging teacher 
leadership, these comments would carry weight for them. On the other 
hand, educational leaders who are administrators need to attend to this 
level of ethical enactment. It is their responsibility as leaders of the 
whole school or school district to see that the teaching and learning 
going on in the classroom is indeed of a high level of ethical enact- 
ment. That means that as educational leaders they will see to it through 
their hiring, evaluation and professional development programmes 
that (1) teachers will know well the curriculum they are expected to 
teach and the academic disciplines that stand behind that curriculum; 
(2) they will know how to communicate that curriculum in a variety of 
ways that enable youngsters to comprehend and appreciate the many 
facets of what they are studying; (3) they will insist that students take 
away from their learning important life lessons that will shape how 
they look upon the natural and social worlds, and appreciate the 
human adventure more deeply because of their studies; and (4) they 
will know their students well, and therefore can scaffold the learning 
tasks to respond to the background, interests and prior experience of 
their students. By cultivating these aspects of teaching and learning 
throughout the school, educational leaders will be enacting the level of 
ethics involving them as educators. 

The fourth level of ethical enactment by an educational leader is as 
an educational administrator. As an administrator the leader has access 
to the levers of organizational structures and processes that affect the 
core work of teaching and learning. These structures and processes are 
not ethically neutral. They either promote the integrity of the core 
work of the school, or they curtail or block the integrity of the work of 
teaching and learning. Often they do both at the same time. Often they 
work to the advantage of some students, and to the disadvantage of 
other students. Schools are organized most often to benefit the bright- 
est students and to punish the lowest-performing students. The way 
schools organize learning within uniform blocks of time is a clear 
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example of how a one-size-fits-all learning schedule advantages the 
quick student and leaves the slower student always struggling to stay 
up with the class, but seldom enjoying a clear enough understanding 
of the material to move on with any confidence to the next unit. Rarely 
do school administrators seriously consider what the term ‘opportunity 
to learn’ actually means, even though it is written into many of the 
school reform policies. Thus, for example, we find special needs chil- 
dren and second language learners unjustly victimized by the state’s 
high-stakes tests when they have not received an adequate opportunity 
to learn the material they are tested on (Starratt, 2003). 

Teacher evaluation schemes are another example of how many 
schools use a one-size-fits-all process to reward some teachers and 
intimidate or frustrate others (Danielson and McGreal, 2000: Sergio- 
vanni and Starratt, 2002). Some teacher evaluation schemes sustain 
intimidating power relationships that routinely issue negative or pater- 
nalistic judgements from _ superiors. Veteran teachers and 
administrators are resigned to the evaluation process as a burdensome 
bureaucratic task. One problem with many evaluation schemes is that 
they are such a colossal waste of time for everyone involved. Danielson 
and McGreal (2000) present, by contrast, a comprehensive teacher eval- 
uation system that attempts to actually benefit both teachers and 
students. Their system is particularly sensitive to the ethical treatment 
of allegedly ineffective teachers by imposing obligations on the school 
system to show that it has done its part in providing generous remedi- 
ation support to the teachers so classified. 

The subtle bias in the various classifications of some children as spe- 
cial education children (Hehir, 2002), the tracking of students into 
dead-end, low expectation programmes (Oakes, 1985), the scheduling 
of the ‘best’ teachers in honours classes and the least experienced 
teachers into the lowest-performing classes — the list of organizational 
arrangements that disadvantage students in schools can go on and on. 
These are human inventions, not arrangements of divine decree. They 
can be changed by educational administrators so that more and more 
students have a better chance in schools. Educational administrators 
who fefuse to risk changing the organizational structures and processes 
in schools might be accused of ethical laziness in the face of the evi- 
dence of how these arrangements discriminate against some, or indeed, 
most of the students. 

The fifth level of ethical enactment involves the educational admin- 
istrator as a leader. Much of the ethical activity in the four earlier levels 
involves a kind of transactional ethic. This fifth level involves more of 
a transformational ethic. I am using the terms ‘transactional’ and 
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‘transformational’ pretty much the way James MacGregor Burns used 
them in his book, Leadership (1978). Transactional ethics tends to focus 
on some kind of exchange agreement: I’ll commit to provide you this, 
if in return you agree to provide me that. It is mostly a form of con- 
tractual justice: [’ll do this if you’ll do that. The opposite arrangement 
can also be a form of a transactional ethic: if you do not do such and 
such, I will withdraw my part of the agreement. If you do such and 
such, I will punish you. The traffic policeman has no personal grudge 
against the driver when he serves him a traffic ticket. When the state 
granted him a driver’s licence, the driver agreed to obey traffic signals. 
The driver went through a red light, therefore the driver gets a ticket. 
Transactional ethics: if you do not eat your vegetables, you do not get 
dessert. If you complete your homework on time, you can watch the 
film. If you pass all your courses you can participate in varsity athlet- 
ics. If you break into someone else’s locker, you will be suspended from 
school for a day. 

Transformational ethics, on the other hand, involves the 
educational leader in calling students and teachers to reach beyond 
self-interest for some higher ideal, something heroic. The educational 
leader does not ignore transactional ethics. The leader understands 
that the glue that holds the morale of the school together relies on the 
unspoken trust that people will honour their agreements. When it is 
necessary to engage in making these kinds of agreements the leader 
does not hesitate (Bass, 1998). On the other hand, the leader knows 
that people are capable of much more than pursuing security and 
safety needs. The leader sees the potential of the people in the school 
to make something special, something wonderful, something 
exceptional. 

Leaders bring all the prior levels of ethical enactment to new heights. 
They expect a greater, deeper, more courageous humanity from the 
students and staff. Leaders invite them to a transformed sense of citi- 
zenship, where concern for the rights of others is suffused with caring 
and compassion. Leaders look for a kind of transforming teaching and 
learning, where students are changed by what they learn, changed into 
deeper, richer human beings who want to use their learning to make 
the world a better place. Leaders want to transform the school as an 
organization of rules and regulations and roles into a much more 
intentional self-governing community. In such a community, initiative 
and an interactive spontaneity will infuse bureaucratic procedures with 
human and professional values. 

At this level of ethical enactment, the leader is much more proactive 
than reactive. The moral leadership of the educational leader now is 
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less about what should be avoided or prohibited and more about the 
ideals that should be sought, more about actively creating enhanced 
opportunities for human fulfilment of teachers and students through 
the work they co-produce. This is a distinctive, value-added ethic, an 
ethic that belongs particularly to leaders. It is an ethic that is often 
ignored in scholarly treatments of the ethics of educational adminis- 
tration. Often those treatments of administrative ethics deal with 
preventing harm to students and teachers, guaranteeing their security 
and safety, supporting contractual obligations out of a sense of justice. 
Educational leaders should be concerned with these ethical issues, but 
their ethical activity does not stop there. It places these concerns 
within the larger horizon of a community of teachers and learners who 
are transforming the mundane work of learning into something that 
engages the deeper meanings behind the drama of the human adven- 
ture, meanings that implicate them in that adventure. 


The mutual influence of all five levels of ethical 
enactment 


It is important to recognize that each of the five levels requires and 
absorbs the previous level in its full exercise, as Figure 4.1 attempts to 
visualize. Thus, the first and most basic level of ethical enactment of 
educational leaders — the ethics of acting humanely towards others — is 
assumed in the second level of ethical enactment, the carrying out of 
citizen responsibilities as a public servant. One cannot be a good citi- 
zen and violate one’s own and others’ humanity. We see the inherent 
contradictions in fascist and communist regimes that brutalize and ter- 
rorize their people ‘for their own good’ or the supposed good of some 
utopian future community. Whatever progress the state achieves in its 
governing must be achieved with and for the people it governs, respect- 
ing their rights as citizens and as human beings. Grounded in the 
ethics of these two levels of ethical activity, educators can then attend 
to the specific ethical challenges that flow out of the work of educating 
the young. That work of educating is a human work as well as a work 
of public service for the good of the community. Thus, though the edu- 
cator might be the most talented in teaching how to make counterfeit 
money, what the educator is teaching is harming the public good and 
is therefore unethical. Likewise, a teacher who promotes racial or gen- 
der bias, even though an excellent algebra teacher, cannot be said to be 
an ethical educator, because that teacher is also teaching attitudes that 
corrupt the humanity of the students. 
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As a human being 


As a citizen-public 


| servant 


As an educator 
As administrator/ 


manager 


As an educational 
leader 





Figure 4.1 The mutual relationship among the levels of ethical enactment 


An educational administrator must likewise embrace the prior levels 
of ethical enactment if he or she is to be an ethical administrator. That 
means treating everyone in the school as a human being with care and 
compassion, treating them as citizens in their own right, with rights 
and responsibilities within the general pursuit of the common good, 
and engaging them in the ethical exercise of the common, core work 
of the school, namely, teaching and learning. That requires the admin- 
istrator to orchestrate the resources, the structures and the processes of 
the school within the ethical obligations of those earlier levels. That 
orchestration is usually carried on within the transactional ethics of 
negotiated agreements about what the nature of the work is and what 
is expected from the various members of the school community who 
all contribute to the carrying out of that work. 

At the level of ethical enactment of the educational leader, we see how 
important is the absorption of these prior levels of ethical enactment 
into the activity of leadership. The leader has to be humane, caring and 
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compassionate, even while appealing to the more altruistic motives of 
the teachers and students. The leader has to affirm their dignity and 
rights as autonomous citizens, even while appealing to their higher civic 
and democratic ideals. The leader has to acknowledge the demanding 
nature of teaching and learning, the steady imposition of deadlines and 
assignments, the routinization of learning and teaching — even while 
appealing to the transformational possibilities of authentic learning — the 
individual and communal creation of their own humanity in the learn- 
ing process. Finally, the educational leader has to acknowledge the ethics 
of organizational life, the fact that every organization imposes limita- 
tions on the freedom and creativity of all the individuals involved in the 
organization, including the leader him- or herself. Schools as organiza- 
tions create bargains with students and teachers: you follow the schedule 
and do the work and you receive rewards in terms of salaries and grades; 
you break the agreements and rules, and the organization punishes you 
in response to the severity of the violation. The educational leader has to 
see that such basic contracts are honoured out of fairness and justice, 
even while inviting teachers and students to reach beyond the terms of 
those contracts to achieve in common something far more significant 
than the terms of the contract — a level of learning that is transformative, 
authentic, in service to the common good and to all of humanity. The 
honouring of the ethical obligations of these prior levels of ethical enact- 
ment creates the foundation for the leader’s invitation to move beyond 
transactional ethics to engage in transformative ethics. When the com- 
munity responds to that invitation, then the community begins to 
engage in a communal leadership —- the communal pursuit of higher, 
altruistic ideals. In that communal leadership, they call out to one 
another by their example and the quality of their work to carry on the 
pursuit of those ideals 


Three foundational virtues of educational leaders 


The previous section has clarified the distinctive levels of ethical 
enactment. The analysis has indicated the complexity of the ethics of 
educational leadership, as well as the distinguishing feature of the 
ethics of educational leadership. That distinguishing feature has to do 
with its proactive pursuit of a transformative ethic throughout the 
whole educational enterprise. The educational leader calls out to the 
school community to embrace the intrinsic ethic of learning and teach- 
ing, to see learning and teaching as a dramatically moral activity, the 
dramatic activity of defining oneself as a human and social, civil and 
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cultural being, and the communal defining of a community as a 
human, social, civil and cultural community. 

‘All of this,’ I can hear the reader muttering, ‘is all well and good, but 
what sustains this kind of ethical educational leadership? Where does 
an educational administrator get the insight, the energy, and the 
courage to become this kind of a leader? We have a hard enough time 
marshalling the energy and courage to get to work on Friday morning’. 
I want to suggest that there are three virtues, the cultivation of which 
will energize and sustain the transformative ethics of an educational 
leader — the virtues of responsibility, authenticity and presence. These 
virtues are foundational, that is, they are embedded in the work of an 
educational leader, in the context of an educating institution, in the 
core work of teaching and learning (Starratt, 2004). Space does not 
allow for a full elaboration of these foundational virtues, but what fol- 
lows should suggest what they are and how they work. 

We will start with a story of a principal who is struggling to do the 
right thing, but is having difficulty defining his leadership responsibil- 
ities (Starratt, 2004). This principal heads up a middle school in a small 
city whose schools serve a multicultural, low-income community with 
a sizeable population of second-language families. This middle school 
faces the same challenges that similar schools across the country face 
in attempting to bring their students’ scores on the state’s examina- 
tions up to at least a pass mark. Like many principals he is especially 
concerned over the plight of second-language and special needs learn- 
ers who constituted the majority of students failing the examination. 
They seemed to be victimized by the tests and then blamed and pun- 
ished by the non-promotion sanctions imposed by the state. 

He has spoken with other principals in the district as well as with dis- 
trict office administrators — all of whom admitted that the situation was 
unfair but felt they had no choice but to comply with the state guide- 
lines. With little or no formal exposure to ethical reflection he has no 
clear frameworks by which to analyse what was wrong about the situa- 
tion, even though he saw the situation as requiring a response beyond 
remedial classes for the failing students. 

He remembered that one professor at the university where he had 
earned a Master’s in Educational Administration had been consistently 
helpful during his time there. He called and made an appointment 
with the professor. Their conversations stretched out over a month. 
They first had to deal with the principal's sense of responsibility to 
resist the state and the district’s unilateral and uniform implementa- 
tion of the high-stakes testing policy for all children, no matter how 
disadvantaged, on the ethical grounds that the principal was morally 
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obliged to protect his students from harm. The implementation of the 
state’s policy was clearly harming the second-language and special 
needs students because they were being punished for failing tests on 
material that they had not had sufficient opportunity to learn. Fur- 
thermore, as citizens, these students enjoyed human and citizen rights 
to be treated equitably and fairly by the state and local authorities. The 
principal, as an administrator of a state-governed public institution, 
had a citizen responsibility to administer this public institution for the 
benefit of the citizens the schools were established to serve. 

Towards the conclusion of the conversation, however, both the pro- 
fessor and the principal were realizing that as an educational leader, the 
principal had a deeper responsibility to engage the school community in 
a proactive effort to overhaul the learning process for these disadvantaged 
students in order to enable them to pass the state tests on the first try. 
This proactive moral responsibility belonged to the principal as an edu- 
cational leader. That is to say, as an educator and a leader of the school the 
principal had to approach the teaching faculty and call their attention to 
the moral and professional challenge they faced. He had to call for their 
most inventive talents as teachers to engage these two groups of students 
in such a way that their ‘opportunities to learn’ the material they would 
be tested on would be so enhanced as to bring them up to a passing level. 
The principal and his teachers would have to look at all the aspects of the 
school — its daily, weekly and semester schedules, its special education 
and bilingual programmes, its use of peer instruction, its grouping pat- 
terns, parental involvement, its distribution of curriculum resources, the 
teacher-student relationship, the motivational strategies embedded in 
the school’s pedagogies and the varieties of untried pedagogical strategies 
that could improve that opportunity to learn. 

The conversations with the professor gradually opened up the prin- 
cipal to look more closely at the situation of the other students in the 
school. He then realized that the plight of the second-language and 
special needs learners was symptomatic of a much larger problem, 
namely that the teaching-learning routine for the whole school was a 
bland, decontextualized, passive intake of other people’s knowledge 
and not an active, engaged process of constructing, critiquing and per- 
forming of knowledge (Shultz and Cook-Sather, 2001). By and large, 
the principal observed, students resisted and resented the ‘boring’, 
‘meaningless’ academic work they were required to do and would wear 
down the teachers to accepting mediocre work. The students and 
teachers tended to bring the same attitudes of semi-defeat and semi-res- 
ignation to the preparation for the state tests. 

The principal began to see deeper and richer aspects to his leadership 
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as an educator, a leadership which was moral as well as professional 
because it meant engaging the hearts and souls of his teachers and stu- 
dents as well as their intellects in the work of learning and teaching. 
Precisely because he was the leader of the school he had a moral 
responsibility to make learning come alive for all the students. His 
integrity as an educator was at stake. He was beginning to tap into a 
fundamental virtue of being responsible, of taking responsibility proac- 
tively to engage teachers and students in the significance of the 
learning agenda. 

Further probing by the principal led to a deeper understanding of 
two other semi-dormant virtues that would have to be activated in this 
more proactive exercise of leadership: the virtue of authenticity and the 
virtue of presence. He had to bring his authenticity as a human being 
and as an educator to his work with teachers and students (Bonnet and 
Cuypers, 2003). He had to risk being totally candid with them, and risk 
trusting in their own moral integrity in their work together (Taylor, 
1991). Furthermore, he had to be more fully present to his teachers and 
students, present to them in their full humanity and to their work 
together. Gradually he began to grasp the complexity of the moral chal- 
ienge of leadership. 


Ethical reflection 


The principal, with the help of his former professor, gradually began to 
articulate an ethical framework that defined his educational leadership. 
Although he was not sure exactly how he was going to exercise that 
leadership, he had clear ethical reasons for activating his leadership. 
The logic that he worked out went as follows: 


a We have a responsibility to prevent the policy of high-stakes tests 

from unjustly punishing the special needs and second-language 
learners. That means, in the short run, opposing the sanctions for 
failing, when the students had not had an opportunity to learn the 
material being tested. (The principal exhibits the administrative, 
transactional ethical response.) 
We have a proactive responsibility to do all in our power as educa- 
tors to find ways to activate the learning of these special needs and 
second-language learners. That means transforming the status quo 
into a much more dynamic learning environment. (The sense of 
moral responsibility has now moved from the administrative level to 
the leadership level.) 
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» We cannot avoid doing this. Our integrity, or authenticity as educa- 
tors, is at stake. There is something ethically intrinsic to the work of 
teaching that requires us to go the extra mile to see that all students 
are learning the material. (The virtue of authenticity is energizing 
and grounding the virtue of responsibility. ) 

The crisis for the special needs and second-language learners has 
forced us to be more present to them, to understand more clearly 
what was blocking their learning. We also had to become more pres- 
ent to the organizational arrangements at the school that added to 
their difficulty with the learning task arrangements such as the daily 
schedule, the time allotted for tests, the language and format of 
texts, and so forth. (The virtue of presence is activating a deeper 
sense of proactive responsibility.) 

The more present we become to the situation of these students, the 
more present we become to the curriculum that all students are 
required to learn — its decontextualized and abstract structure, its 
lack of scaffolding to anything connected to their own lives (Shultz 
and Cook-Sather, 2001). We also began to be present to our own atti- 
tudes towards some of the students, our easy dismissal of them as 
failures. We are more critically present to school structures and 
processes, as well as critically present to ourselves. (His presence — 
critical presence — is attending to some problems he must tackle in 
his proactive responsibility.) 

Our presence to the teaching and learning routines in the school 
brings us back to our sense of authenticity as teachers. Are we true to 
the best in us when we settle for mediocrity from our students? Are 
we promoting authentic learning, or rather, inauthentic, make- 
believe learning? (These questions about authenticity drive him back 
to their responsibilities as educators.) 


We can begin to get a feel for how foundational these virtues are. They 
are always down deep inside educators and educational leaders, but 
they are frequently dormant, or feebly active. They are activated often 
by a crisis, when what we think we are doing is challenged by events. 
The crisis causes us to face the gap between our ideals and the way we 
live the routines of our lives. Authentic leaders are more energized and 
grounded in these virtues. lt becomes evident from the above narrative 
that the virtues are mutually intertwined, with each one activating and 
being activated by the other, as Figure 4.2 attempts to visualize. 

There is a dynamic logic and grammar to the relationship among the 
virtues. Responsibility returns to authenticity for its subjective ground- 
ing and moral weight; authenticity through affirming and critical 
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Virtue of responsibility: 
proactive as human, as educator, as leader, as citizen 


Virtue of presence: 
affirming, critiquing, enabling | 


Virtue of authenticity: 
necessarily dialogical and relational; 
moral choice to shape one’s own life and one’s work; 
as human being, as educator, as citizen, as leader 















Figure 4.2 foundational ethics for educational leadership 


presence establishes the necessary dialogue with the other’s authentic- 
ity or inauthenticity; authenticity seeks out its responsibility in 
expressing a positive or negative moral response. Presence is the 
medium, the between of authenticity and responsibility. Authenticity 
needs both presence and responsibility; responsibility expresses both 
presence and authenticity. The three virtues interpenetrate and com- 
plement each other as Figure 4.3 attempts to visualize. 

Beyond the dynamic exercise of these virtues in the reflection and 
action of the educational leader, we can see how the moral work of the 
leader should involve the systematic development of these virtues 
throughout the school community. That is, the leader should be 
attending to promoting these very virtues among the teachers and the 
students. The leader’s work should be to appeal to the authenticity of 
the teachers to be true to what they profess, to engage the students in 
authentic relationships and to design their pedagogy so that it results 
in authentic learning. Furthermore, the leader should challenge the 
students to take more responsibility in collaboration with the rest of 
the community to co-produce the school as a human place, as a place 
for authentic learning, and as a place for practising civility and civic 
responsibilities. 

Through the work of the teachers, students would be encouraged to 
be more fully present to one another, affirming both their cultural 
differences and the common humanity they enjoy. Teachers and stu- 
dents would need to find ways to be more fully present to the learning 
activities in the curriculum. Being responsible to the authenticity of 
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In cultivating learning 
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Figure 4.3 The dynamics among the virtues of educational leadership 


learning also means being present to the integrity of what is being 
studied, whether that is a poem, the life of a cell, the Industrial 
Revolution, the grammatical structure of a sentence or applications of 
the algebraic slope-y-intercept formula. Through authentic learning, 
students let the curriculum speak back to them about the challenges 
and possibilities of their world, and more fully engage their minds, 
hearts and imaginations as they co-produce the knowledge they will 
need to participate in that world. 


Ethical leadership 89 


A a at hen PMP at cts Soh A Ne rs Tea 


This ethical analysis thus proposes three foundational virtues for 
educational leadership: the virtue of taking responsibility; the virtue of 
being authentic; the virtue of being fully present. Further, we see those 
virtues being applied to five dimensions within the situation of school- 
ing: the human dimension, the civic dimension, the academic 
dimension, the administrative dimension and the leadership dimen- 
sion. Thus, an ethical educational leader has to be responsible for all 
five dimensions, has to be present to all five dimensions, and has to be 
authentic within all five dimensions. 


Suggested further reading 


Davies, B. and Brighouse T. (2008) Passionate Leadership. London: Sage. 
Haydon, G. Values for Educational Leadership. London: Sage. 

Starratt, R.J. (2004) Ethical Leadership. San Francisco, CA: Jossey-Bass. 
Strike, K.A. (2006) Ethical Leadership in Schools, CA: Corwin Press. 
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Learning-centred leadership 


Geoff Southworth 


This chapter considers: 


1. How school leaders make a difference to the quality of teaching and 
learning. 

2. The importance of modelling, monitoring and dialogues to the exer- 
cise of leaders’ influence. 

3. The development of carefully designed and implemented school sys- 
tems and processes. 

4. The implications of these findings for school leaders. 


Introduction 


This chapter describes what we know about how leaders make a differ- 
ence in the schools they lead. It is based on empirical research into 
school leadership in action, as well as inspection evidence and knowl- 
edge of the relevant literature. The findings from the empirical 
enquiries have also been tested and refined through a process of shar- 
ing them with school leaders and taking account of their critical 
feedback. Much of the work reported here has been supported by the 
National College for School Leadership (NCSL) in England. The out- 
comes and insights in this chapter have also been disseminated by the 
College and further follow-up work is presently under way. 

The work is underscored by a belief that what distinguishes school 
leaders from leaders in other organizations is their desire and responsi- 
bility to enhance students’ learning. It is precisely this focus on 
students’ development which makes school leadership distinctive and 
different from many other forms of leadership. Indeed, it is this com- 
mitment to improving students’ achievements which drives so many 
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individuals to become school leaders. They explicitly seek and want to 
make a difference to the schools they lead. 

The NCSL is committed to enabling school leaders to make as great 
and positive a difference as they can to their schools and the school 
system. The Research and Policy Group at the College is committed to 
strengthening the knowledge-base about school leadership and encour- 
aging the application of this knowledge. The group aims to do this by 
drawing knowledge from leadership practice. Much of the group's 
activity is informed by the work of Hallinger and Heck (1999) who 
have argued convincingly that the future of research in educational 
leadership should move on from its attention to what leadership is, to 
how leaders make a difference. Research should also: 


® broaden investigation of school leadership and its effects beyond the 
principalship 
incorporate the construction of the school as a learning organization 
into explorations of school leadership and its effects (Hallinger and 
eck, 1999): 


What follows embodies and reflects these ideas. 

The chapter is organized into five sections. In the first I briefly set out 
some of the assumptions | make about school leadership. In the sec- 
ond, | focus on the three strategies which the empirical research and 
focus group discussions with practitioners show to be powerful forms 
of leadership influence upon what happens in classrooms. The third 
section acknowledges the contribution of carefully designed organiza- 
tional structures, systems and processes. The fourth section 
concentrates on four implications for school leaders: understanding 
learning, leading learning, leaders’ skills and qualities, and distributed 
leadership. Finally, I present my conclusions. 


Leadership beliefs and assumptions 


Inside every successful school you will find effective leaders. Research 
findings and school inspection evidence show that effective leadership 
and management are critical to a school’s success. School effectiveness 
and school improvement researchers, for example, have consistently 
emphasized the importance of leadership. A summary of findings from 
school effectiveness research concluded that ‘almost every single study 
of school effectiveness has shown both primary and secondary leader- 
ship to be a key factor’ (Sammons et al., 1995: 8). The Office for 
Standards in Education (Ofsted) has also stated that the importance of 


Learning-centred leadership 93 


SIORANAARD tre NAAASA SA Dd ch AANA NA teh ANP AANA ARR a Si cereal a x 
Ce AN meh AAANARMAEA RA NAAN tte NANAWAVITHIURRARRRRRRIRRA 4S alin ERA, 


good leadership pervades virtually every report it has prepared (Ofsted, 
2003: para. 10). 

These findings reinforce teachers’ experience. Where leadership and 
Management are weak or ineffective in a school, it is so much harder 
to do a good job as a teacher. Where it is effective then not only can 
teachers teach, but staff and students are better motivated, people 
know what is going on because communications are clear and fre- 
quent, and everyone feels they are pulling together and working 
towards shared goals. 

The first assumption | make about leadership, then, is that it does 
make a difference. As Leithwood and Riehl (2003) suggest in their 
review of research on successful school leadership: ‘Leadership has sig- 
nificant effects on student learning, second only to the effects of the 
quality of curriculum and teachers’ instruction’ (Leithwood and Riehl, 
2003: 4). And more recent work has continued to make this claim (Lei- 
thwood, et al., 2006; NCSL, 2007). This view reinforces the idea that 
school leadership is primarily about learning and teaching. It is also 
bolstered by Ofsted’s thinking that leadership is about a clear vision, 
sense of purpose and a relentless focus on students’ achievements, 
along with knowledgeable and innovative leadership of teaching and 
the curriculum (Ofsted, 2003). 

What is being said here, though, is more than that learning and teach- 
ing lie at the heart of successful school leadership. If leadership is second 
only to the effects of teaching on students’ learning, how much more 
powerful will leadership be when it works in combination with teaching? 
The answer is surely that leadership becomes more potent when it 
focuses on developing students’ learning and strengthening teaching. 
This is one reason why the idea of learning-centred leadership is so 
important. Learning-centred leaders add their influence to that of teach- 
ers in order to create a combined effect on students’ learning. 

Beyond the belief that leadership matters and that it matters most 
when it is focused on learning and teaching, research and professional 
experience also show that: 


e Leadership is contextualized because one of the most robust findings 
is that where you are affects what you do as a leader. There is no one 
way to be successful in all situations because ‘outstanding leadership 
is exquisitely sensitive to the context in which it is exercised’ (Leith- 
wood et al., 1999: 4). 

= Leadership is distributed because we are increasingly thinking about 
leadership rather than just the leader. The long-held belief in the indi- 
vidual leader, working in isolation, is now waning, as Lambert's 
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chapter in this volume demonstrates. Today there are fewer places 
and occasions where and when lone leadership works well. Belief in 
the power of one is giving way to a belief in the power of everyone. 
Leadership is about providing a sense of direction, of knowing where 
the school is going. Leaders look ahead to see what is on the horizon 
and what this means for the school. They are aware of those patterns 
and trends outside the school which will have implications for the 
students’ learning needs today and tomorrow. They then work 
towards developing the people and the organization to meet the 
challenges and to seize the opportunities the perceived changes may 
have for the students, the staff and the school as a whole. 


Therefore, the underlying assumptions I hold about school leadership 
are that it: 


* is a shared function, not restricted to those who occupy senior role 
positions in the organization 
is contingent upon the context in which it is exercised 
involves setting a direction for the school which includes developing 
the people and the organization 
is a process of social influence 
makes an individual and collective difference to the quality of learn- 
ing and teaching in schools. 


As such, it becomes important to examine and understand how leaders 
influence what happens in classrooms. 


How leaders make a difference to what happens in 
classrooms 


The NCSL has been looking into the ways leaders in primary and sec- 
ondary schools influence teaching and learning by building on 
previous and current research (for example, Blase and Blase, 1999; 
Hallinger and Heck, 1999; Knapp et al., 2003; Southworth, 2004), 
Ofsted evidence and working closely with serving head teachers and 
deputies. 

The first thing to note about how leaders influence what happens in 
classrooms is that a leader’s influence takes three forms: 


* direct effects —- where leaders’ actions directly influence school out- 
comes 
indirect effects - where leaders affect outcomes indirectly through 
other variables 
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= reciprocal effects - when the leader or leaders affect teachers and 
teachers affect the leaders and through these processes outcomes are 
affected (Hallinger and Heck, 1999; 4-5). 


Although all three can be seen in the work of head teachers and other 
leaders, indirect effects are the largest and most common. 

The reason why indirect effects are the largest is because leaders work 
with and through others. Head teachers, deputies and heads of depart- 
ments and key stages rely on colleagues to put into practice agreed 
ways of working. As such whatever the leaders wish to see happening 
is contingent on others actually putting it into practice. Leaders are 
reliant on others because their ideas are mediated by teachers and other 
members of staff. 

Really effective leaders implicitly know this and work very carefully 
on their indirect effects. In other words: ‘Effective school leaders work 
directly on their indirect influence’ (Southworth, 2004: 102). They do 
this through a range of strategies and processes. These include the care- 
ful deployment of school structures and systems, which is why these 
are described in a separate section below. Yet, ultimately, school leaders 
influence through three related strategies (NCSL, 2004): 


modelling 
monitoring 
= dialogue. 


Modelling 


Modelling is all about the power of example. Teachers and head teach- 
ers are strong believers in setting an example because they know this 
influences students and colleagues alike. Research shows that teachers 
watch their leaders closely. And teachers watch what leaders do in order 
to check whether the leaders’ actions are consistent over time and to 
test whether their leaders do as they say. Teachers watch their leaders 
to see if they do as they say because teachers do not follow leaders who 
cannot ‘walk the talk’. 

Successful leaders are aware that they must set an example and use 
their actions to show how colleagues should behave. They know they 
must be prepared to do themselves whatever they ask others to do. This 
is why heads and deputies and members of the leadership team are 
often among the first to arrive and the last to leave the school, why 
they invest that little extra effort into their assemblies or meetings, and 
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why they lend colleagues a helping hand, listen to their concerns and 
notice their successes. 

Effective leaders know they are ‘on show’. This notion of ‘on show’ 
fits with leaders’ awareness of being ‘on stage’. They understand that 
they are being watched and use their visibility to their advantage by 
playing to their audiences. It is not so much a matter of ‘putting on a 
show’ as being aware that they are visible, observed and listened to, 
and therefore choose their words with forethought and care and 
ensure, as far as they can, that their words and deeds are in harmony. 

Not only are leaders closely observed, but what they pay attention to 
gets noticed. Leaders who do not take an interest in learning and class- 
rooms are quickly judged by their teacher colleagues to be uninterested 
in teaching. By contrast, leaders who visit classrooms, encourage col- 
leagues to talk about their teaching successes and concerns, and ensure 
that meetings of teachers focus on learning, demonstrate that they 
remain strongly connected to classrooms. 

The content of a leader’s actions and words is important. Learning- 
centred leaders are role models to others because they are interested in 
learning, teaching and classrooms, and want to know more about them 
and want to keep in touch with what is happening in these key areas 
of the school. 


Monitoring 


Monitoring includes analysing and acting on students’ progress and 
outcome data (for example, assessment and test scores, evaluation data, 
school performance trends, parental opinion surveys, student atten- 
dance data, student interview information). Leadership is stronger and 
more effective when it is informed by data on students’ learning, 
progress and achievements as well as by direct knowledge of teaching 
practices and classroom dynamics. Such use of data applies to leader- 
ship at all levels. In addition to head teachers and deputies, heads of 
department, subject leaders, heads of year and members of the leader- 
ship team should know what the data say and mean for those they are 
responsible for and should act upon it. 

Discussions between leaders and their team colleagues about evalua- 
tion and assessment data have a vital role to play in improving the 
quality of teaching and learning. Data are not an additional part of the 
work, as if they were an appendage to the teaching process to be con- 
sulted when there is time; they are an integral part of leadership and 
teaching. In the same way that doctors use data when examining 
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patients, so too do the most effective teachers and leaders rely on data 
to show the trends in individual and groups of students’ learning. Such 
data are not only derived from end-of-year tests, but also from assess- 
ment information which is regularly collected, particularly in respect of 
how individual students are improving. Effective teaching practice 
today involves both the use of assessment for learning as well as the 
assessment of learning. 

Monitoring involves visiting classrooms, observing teachers at work 
and providing them with feedback. Although some of this will be judge- 
mental and is a valuable part of performance management, the intention 
is to make this process educative and developmental for both parties. 

Monitoring classrooms is now an accepted part of leadership. More- 
over, Ofsted has found that there is a strong link between very good 
monitoring and good or better teaching (Ofsted, 2003: 20). Where 
monitoring is effective, the quality of teaching is noticeably higher 
than in schools where monitoring is poor and infrequent. 

Monitoring enables leaders not only to keep in touch with colleagues’ 
classrooms, but also to develop, over time, knowledge of teachers’ 
strengths and development needs. It is a diagnostic assessment of col- 
leagues’ skills, strengths and craft knowledge. The latter is a critical 
feature of learning organizations. In learning organizations, the staff 
share what they know about their work. Their professional knowledge is 
their intellectual capital and this must be identified and reinvested - 
shared with their colleagues — over time, so that the collective experience 
of one’s colleagues is a resource for each and every individual. 

Monitoring therefore informs judgements about who could play a part 
in supporting colleagues’ learning and development. If one teacher needs 
support on an aspect of their teaching in which another colleague is 
experienced and skilled, then it makes sense for them to work together 
and for one to coach the other. However, such an arrangement cannot 
be brokered unless and until diagnosis has taken place and there is an 
audit of pedagogic strengths. In other words, monitoring plays a crucial 
role in peer coaching and professional support. 


Dialogue 


Dialogue is about creating opportunities for teachers to talk with their 
colleagues and leaders about learning and teaching. Both classrooms 
and staffrooms are places where there is a lot of talk. Indeed, there is 
no shortage of talk in schools. Yet, there is sometimes too little con- 
versation about teaching and learning. 
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The kinds of dialogues which influence what happens in classrooms 
are focused on learning and teaching. Leaders create the circumstances 
to meet with colleagues and discuss pedagogy and student learning. 
Often these dialogues appear to be informal. They can occur in corri- 
dors, offices or by the photocopier. Typically, though, they take place 
in classrooms and they often follow a particular structure. 

When leaders visit classrooms, say at the end of the school day, they 
can encourage teachers to describe and analyse what they have done that 
day. They might ask about a specific student or group, or follow up an 
aspect of teaching which the staff have agreed to take as an area for devel- 
opment, such as questioning, marking or children with special learning 
needs. The leader’s opening questions are an invitation to the teacher to 
describe what has been going on. When we describe something, we have 
to organize and reduce what actually happened into an account which 
makes sense to the listener. In the process of describing, we analyse what 
happened. And if the listener asks a few questions during the retelling, 
then this usually aids the analysis. Therefore, the depiction of classroom 
events is not purely descriptive; rather it is an analytic description. 

Describing to a colleague what you did and analysing what hap- 
pened often requires us to state what we think. Recounting such stories 
is revealing to the storyteller as well as to the listener. Often we are only 
aware of something we thought when we hear ourselves say it out loud 
to someone else. That is when we realize ‘I didn’t know I knew that’. 
That is when we learn. Dialogue, then, is not simply talking — it is pro- 
fessional learning and it is sometimes deep professional learning. 

This discovering of self-knowledge is called articulation. When we 
explain classroom incidents and events to an interested colleague, we 
articulate for them and ourselves our thinking, understanding and 
assumptions. We make our tacit knowledge explicit. Once we have made 
our knowledge explicit we can ‘work on it’. While it remains implicit we 
can neither share it, nor use it as a resource for ourselves and others. 

Moreover, because classrooms are such busy and dynamic places 
there is always a great deal to make sense of, to process and refine into 
professional craft knowledge. Without dialogue and interested listeners 
who help us to set out our experience we often do not process the day- 
to-day actions and learn from them as much as we might. We all learn 
from experience, but not all of us learn as much as we might. Without 
leaders to facilitate our learning we sometimes learn very little from our 
work. Furthermore, research in the USA (Blase and Blase, 1998) shows 
that leaders often overestimate what teachers learn from their class- 
room experiences and, therefore, do not provide the support teachers 
need to increase their learning about their teaching. 


° nee oe talc A AAA AN aes bth NNNND Vsti htahtet ADDN mid dee 


Dialogues with teachers include encouragement, feedback and ques- 
tioning about teaching. It is more powerful when based on classroom 
observation. Of course, it is not always possible to observe as often as 
one might like, but given a context where there is observation and 
informal conversations after school, each can be beneficial. 

Teacher—leader dialogues enhance teacher reflection about teaching 
methods and expected student outcomes, as well as informing teach- 
ers’ classroom behaviours (Blase and Blase, 1998: 93). Talk enables 
teachers to expand their teaching repertoires and to improve their 
understandings of their teaching practices. Dialogues are also powerful 
because while some teachers keep journals about their work, many pre- 
fer to talk about their work rather than writing about it. In other words, 
talk is the preferred learning medium of many teachers. 

Nor should it go unnoticed that these conversations involve the con- 
struction and co-construction of professional knowledge. This notion of 
constructing learning is important because contemporary thinking about 
learning for both children and adults alike shows that it is a process of 
constructing meanings and understanding, rather than transmitting 
knowledge from one to another (NCSL, 2003). Moreover, Lambert’s (2002: 
35) work on constructivist leadership shows how important professional 
conversations are to teacher and staff development: ‘Adults, as well as 
children, learn through the processes of meaning and knowledge con- 
struction, inquiry, participation and reflection. The function of leadership 
must be to engage people in the processes that create the conditions for 
learning and form common ground about teaching and learning’. 

Increasingly this outlook is being acknowledged by researchers. In 
the USA an important project has synthesized research, examples of 
leadership in action and educators’ craft knowledge to show what 
‘instructional leadership’ involves (Knapp et al., 2003). In Figures 5.1 
and 5.2, Knapp and his colleagues’ list of essential tasks for school lead- 
ers and their work on what this looks like in schools is shown. Both 
lists fit well with what has been said so far. So, too, does the work of Jo 
Blase and Joseph Blase (1998) reinforce many of the ideas discussed 
here. The fact that studies in both countries are saying pretty much the 
same thing is reassuring. 


Three strategies, one powerful effect 


The three strategies of modelling, monitoring and dialogue interrelate 
and overlap. Each makes a difference, but it is their combined effect 


which really matters. 
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Essential tasks for leaders 


Schoo! leaders’ efforts to focus attention on powerful, equitable learning involve 
the following four tasks: 


|. Making learning central to their own work \n other words, leaders find ways 
to focus on both learning in general and on particular aspects of student 
learning (e.g. how well certain kinds of students are learning, what is being 
learned in particular subjects or grade levels). Leaders do so as learners 
themselves and make their learning public. 


Consistently communicating the centrality of student learning. Leaders tell 


and show others repeatedly that learning and particular aspects or areas of 
student learning are the shared mission of students, teachers, administrators 
and the community. 


Aruculating core values that support a focus on powertu, equitable learning. 
Leaders express and model values that will support a challenging, appropriate 
education for all. 


Faying pubitc attention to efforts to stypport earning. Leaders take time to — 
observe teaching and other forms of learner support and to interact with 
teachers and other professionals about their practice. 





Figure 5.1 Essential tasks for leaders 


Modelling strong concern about students’ progress, classroom and 
pedagogic processes conveys to everyone that the core business of the 
school is uppermost in the minds of the leaders. Monitoring what hap- 
pens in classrooms, looking at student-outcome data, observing teaching 
and visiting colleagues demonstrate what leaders are paying attention to 
and focus everyone’s attention on students’ achievements and progress, 
and how the quality of teaching impacts upon them. Talking about 
learning and teaching similarly reinforces these messages. 

Professional dialogues demonstrate that teacher learning is valued 
and seen as part and parcel of improving teaching, learning, classrooms 
and the school. Increasing teachers’ reflective powers and expanding 
their teaching repertoires are treated as professional learning opportu- 
nities and processes. And this is bolstered even more by the fact that it 
is done in ways which enable individuals to construct new meanings 
and, with their leaders, to co-construct shared insights and solutions. 

And while such leadership influences practice in indirect ways, it also 
creates reciprocal effects. The leader will learn about exciting and inno- 
vative teaching approaches from colleagues, and the knowledge and 
insights which they discuss will enhance and thereby influence the 
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leaders’ knowledge and understanding of learning and teaching. 

The three strategies interact and strengthen one another. Learning- 
centred leadership is about the simultaneous use of the three strategies 
in ways which mutually reinforce one another. It is the combined effect 
of the three strategies which creates powerful learning for teachers and 
leaders. Together the three strategies develop continuous and shared 
analyses of teaching and learning, which inform teachers’ actions in 
classrooms and lead to improved teaching and student learning. 


School structures and systems 


Until relatively recently, we have been fascinated with leaders rather 
than leadership. There has been a tendency to portray leaders either as 
heroic figures, or as individuals with a set of personal characteristics 
which few saints could emulate. As a consequence of this fascination 
with the individual leader two things have been underemphasized and 
underestimated: 


* the importance not only of successful leadership, but also of good 
management 

= the contribution of organizational, curricular and staff-development 
structures and systems. 


Good management matters as much as good leadership. Distinctions 
between leadership and management are problematic. However, a sim- 
ple difference is that management is essentially about ensuring the 
school runs smoothly, while leadership is about ensuring the school 
runs somewhere. Too much management and a school may only run 
smoothly on the spot. Too much leadership and it may be running all 
over the place and never smoothly! 

The contribution of organizational structures and systems is that 
they create and sustain the conditions for staff and students to work 
effectively and fairly. Structures and systems are a feature of good 
school management. 

It is apparent from our knowledge of schools that successful head 
teachers and leadership teams use many organizational structures and 
systems. Also, these are common to schools of all sizes; they are not the 
preserve of larger schools (Southworth, 2004). What the structures and 
systems do is create ground rules for all members of the school to work 
within. These then ensure there is a high measure of consistency in 
approach and action across the school. In fact, agreed systems and 
structures play a major part in developing and sustaining a sense of 
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What it looks like in schools. 


To establish a persistent, focus on learning at the school level, headteachers, 
teacher leaders and coaches might: 


Regularly visit classrooms and participate in professional learning activities 
with staff. 


Keep up to date with the field and share their learning with others. 


Initiate and guide conversations about student learning. 

Make student learning a focus for performance evaluation. 

Establish teaching and learning as central topics for schoolwide staff 
meetings. 

Examine data about student learning and use it for planning. 

Work with others to set goals for learning improvement and then review 
progress !n relation to these goals. 





Figure 5.2 What it looks like in schools 
Source: Knapp et al. (2003: 21) 


whole school. Primary and special schools have long championed the 
need for whole-school policies and approaches, while it is becoming 
increasingly common in secondary schools to complement the strengths 
of their departmental structures with systems which tie them together. 

structures and systems are not inert policies; they are active processes 
which are used by all staff and which create a sense of coherence and 
consistency. Used in this way, the processes become pathways for lead- 
ership because they are tools for leaders to use and vehicles for their 
influence. Although schools are not short of systems and structures, it 
is the ones which are key to making a difference to the quality of learn- 
ing and teaching in classrooms that | am focusing on here. From work 
with leaders and inspectors the following appear to be critical to sup- 
porting learning-centred leadership: 


| planning processes — for lessons, units of work, periods of time, classes 
and groups of students, classes and years, and individual students 
target-setting — for individuals, groups, classes, years, key stages and 
the whole school 
communication systems — especially meetings 
monitoring systems — analysing and using student learning data, 
observing classrooms and providing feedback 
roles and responsibilities of leaders (including mentoring and coach- 
ing) 
policies for learning, teaching and assessment and marking (South- 
worth, 2004). 
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Separately and together these structures and systems ensure the school 
is an Open organization where everyone is familiar with one another’s 
role, responsibilities and achievements. Classrooms will not be private 
places, but venues visited by colleagues looking to develop themselves 
and to play a part in developing others. Indeed, classrooms could be 
seen as learning centres for staff because teachers are learners and by vis- 
iting other rooms we can all learn more about our own pedagogy in the 
light of what others do. The school will be a place characterized by on- 
the-job learning, not only in isolation, but also in collaboration. There 
will be lots of mentoring going on and coaching will be provided to less 
experienced colleagues, to those with identified and agreed learning 
needs, and to those new to leadership or wishing to learn more. 

It is also apparent from studying schools that, when the structures, 
systems and processes outlined above become embedded and staff col- 
laboration and peer learning become the norm, the culture of the 
organization takes on a particular form. Many researchers believe that 
leaders shape organizational cultures (Deal and Peterson, 1999; Fullan 
and Hargreaves, 1992; Nias et al., 1989; Schein, 1992). What these writ- 
ers show is that culture is not shaped by leaders saying what should 
happen, although such descriptions do have a part to play. Rather, cul- 
ture changes by them putting in place certain processes and by 
restructuring the school through specific systems. Leaders bring about 
reculturing by restructuring. 

There is also widespread agreement that the kind of culture we need 
in schools today is characterized by collaboration, shared leadership, 
responsibility for one another’s learning as well as one’s own profes- 
sional development, and sustained interest in what is going on in other 
classrooms, departments and schools. Such organizations have a 
strong, internal culture of collaboration which also extends to net- 
working with colleagues in other schools. Collaboration should not 
breed insularity to external ideas and challenges (which we know it can 
do in some cases). Rather it needs to nurture openness, receptivity and 
responsiveness to alternative approaches, ideas and innovation. 

Collaboration is then one major element of these cultures. Another 
crucial feature is learning. Such schools are professional learning communi- 
ties where everyone sees themselves as a learner. They also appreciate that 
professional learning goes on as part of their work — the workplace is a 
learning workshop. Schools which are learning communities are differ- 
ent from other school settings because they have a collective stance on 
learning in the context of shared work and responsibilities (McLaughlin 
and Talbert, 2001: 63). Teachers share their work and collaboratively seek 
to develop innovative practice since staff believe these to be valuable and 
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productive ways to improve students’ learning experiences. Nor do the 
staff discount learning opportunities at other sites and events such as 
conferences, seminars and courses of study outside the school. 

At their most advanced stage such schools treat school and classroom 
improvement as professional learning. Such professional learning is 
transformative for themselves, the teams and groups in which they 
work, and the school as a whole. And all this professional learning is 
geared to making a positive difference for the students. 


Implications for school leadership 


There are four sets of implications to consider in this section and they 
are: 


® understanding learning 
leading learning 
leaders’ skills and qualities 
« distributed leadership. 


In the following subsections these will be discussed and, although each 
will be dealt with in turn, this should not obscure the fact that they 
iltenhelate: 


Understanding learning 


Learning lies at the heart of school leadership and improvement. Much 
of the twentieth century was preoccupied with teaching and what to 
teach. Much time and effort was devoted to the curriculum as content, 
to questions of what students needed to know and to how we should 
assess whether they had acquired this knowledge. Unsurprisingly a 
transmission model of teaching and learning underscored much of 
what went on and still goes on. 

Lately we have recognized that more attention should be paid to 
how students learn. Contemporary thinking shows that learning is not 
merely the absorption of knowledge, but is an active process of mind. 
Learning is about constructing meaning and understanding; it is about 
students making sense — intellectually and emotionally — of the world. 
The emphasis is less on ‘putting information in’ and more on expand- 
ing existing knowledge with the goal of children constructing new 
understandings. 

Furthermore, the social context in which learning takes place is 
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important. Talking with others is particularly powerful. Dialogue stim- 
ulates analysis, reflection and the reorganization of knowledge, 
enabling the learner to review their learning and relate it to previous 
experiences and understandings. Conversation and group discussion 
have a vital part to play in the learning process. 

If new forms of learning are to take root in classrooms and if the 
emphasis of teaching and teachers needs to be more learning-centred, 
then such a shift not only needs to be led, but led in ways which are 
consistent with these new forms of learning. 

The importance of learning-centred leadership as defined and 
described here is that it is consistent with these ideas about learning. It 
is constructivist leadership (Lambert et al., 2002). It is leadership based 
not so much on extending knowledge from those who know to those 
who do not; rather it is knowledge which is ‘built up’ — constructed - 
collaboratively (Lambert, 2002: 44). 

Given the power of example, it is important that learning-centred 
leaders not only use themselves as models of professional learning, but 
that they lead in ways which embody constructivist learning. In short, 
the medium of learning-centred leadership is also its message. 


Leading learning 


In order to influence what happens in classrooms in a sustained way, 
leaders will be involved in six levels of learning: 


= pupil learning 

m teacher learning 

= staff learning 

= organizational learning 
© learning networks 

» leadership learning. 


1. Pupil learning: here the focus of leaders’ and colleagues’ work is the 
examination of students’ learning outcomes. This is done through 
using data collected by the school or others, through observation 
and through encouraging the students to talk about their learning 
experiences. Such insights can also increase students’ understanding 
of themselves as learners. Furthermore, the focus on pupil learning 
includes multiple perspectives — students, parents, governors, teach- 
ers, support staff, senior staff, local education authorities (LEAs) and 
Ofsted inspectors. 
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2. Teacher learning involves encouraging colleagues to look closely at 
the learner’s experiences and to use these insights to reflect on their 
teaching. This involves monitoring what is actually happening in 
classrooms, in a spirit of peer development, and talking about teach- 
ing and learning in which excellence is recognized, assumptions 
challenged, and new professional knowledge created and acted 
upon. The point of teacher learning is to improve teaching practice. 

3. Staff learning takes teacher learning one step further. Teacher learn- 
ing can remain at the individual level. Staff learning implies 
collective learning — for all members of staff. It broadens and deep- 
ens levels of awareness by providing wider frames of reference on 
teaching and pupil learning. Along with teacher learning, staff 
learning nurtures teaching for learning. Teachers are encouraged to 
look at their teaching through the lens of learning and the learner’s 
eye view of their teaching. Staff learning also opens up many more 
opportunities for pedagogic development because the talents and 
experience of all one’s colleagues become a learning resource for 
everyone. 

4. Organizational learning ensures that the workplace fosters and sup- 
ports both professional and pupil learning. It is typified by the 
school becoming a learning community which is characterized by: a 
blame-free culture; mutual support; learning from experience — both 
positive and negative and at both group and individual levels; lots 
of talk about learning; making full use of the knowledge resources of 
its members; and locating and using relevant knowledge from out- 
side the group (Eraut, 2001). 

5. Learning networks prevent individual schools from becoming too 
strongly ‘inside focused’. Without external input, we may never 
rethink existing practices which we take for granted. To avoid insu- 
larity, or worse, recycling our own inadequacies, we need to look 
beyond the school. Some of this can be done through using data and 
benchmarking the school’s performance against others. Visits to 
other schools and meeting colleagues on courses are also helpful tac- 
tics. Being able to engage with others outside the school helps us to 
see anew. We all need to look outside the confines of our contexts 
in order to see more clearly the strengths and limitations within 
them. Networks enable this to happen, which is why there is cur- 
rently so much interest in them. 

6. Leadership learning is necessary because creating learning schools 
rests, in large measure, on the quality of leadership. The more pro- 
fessional development and improvement takes place in a school, the 
more leaders are needed to exercise learning-centred leadership. 
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Heads, deputies and assistant heads need to become leadership men- 
tors and coaches to their colleagues so that middle leaders are 
learning-centred ones and that teacher leaders are identified and 
developed to ensure there is an abundant supply of facilitative lead- 
ers to support everyone’s professional growth. 


The last item, about leadership learning, paves the way for the next 
subsection. So far the discussion has been largely about how learning- 
centred leadership occurs. However, it is also important to dwell on 
what skills such leaders need. 


Leaders’ skills and qualities 


Learning-centred leadership involves developing one’s colleagues. It 
also involves identifying who among them can play a part in support- 
ing and developing their teacher colleagues. Both processes require 
leaders to do this in ways which help colleagues to learn. It is leader- 
ship as an enabling process. Lambert (2002: 57-8) has argued that such 
acts of leadership can be performed by everyone, so long as they have 
the following qualities: 


a sense of purpose and ethics, because honesty and trust are funda- 
mental to relationships 

= facilitation skills, because framing, deepening and moving the con- 
versations about teaching and learning are fundamental to 
constructing meaning 
an understanding of constructivist learning 
a deep understanding of change and transitions, because change is 
not what we thought it was 
an understanding of contexts so that communities of memories can 
continually be drawn and enriched 
an intention to redistribute power and authority, for without such 
intention and action none of us can lead 
a personal identity that allows for courage and risk, low ego needs 
and a sense of possibilities. 


At first sight this might appear to be a daunting list of skills and quali- 
ties. However, from the school-based research I have conducted over 
the years, it is apparent many leaders not only possess these skills, but 
also use them and pass them on to their colleagues. Many of the skills 
are ‘caught’ rather than ‘taught’. When leaders use their knowledge of 
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how people learn, this influences colleagues in all kinds of ways, 
including motivating others to use the same skills when they lead. 
However, if learning-centred leadership is to take off, then it does need 
to be taught as well as caught. Lambert’s list is therefore a helpful out- 
line of what senior leaders should be looking for in themselves and in 
their colleagues when they exercise leadership. The list is also an out- 
line of what coaches need to be developing with the colleagues with 
whom they work. 

Lambert’s list also highlights one other feature. Learning-centred 
leadership is a shared form of leadership. It is leadership which needs 
to be distributed across the school. 


Distributed leadership 


There is much that could be said about distributed leadership but here 
I shall restrict myself to just three points. 

First, it was acknowledged earlier that we need to move away from 
thinking of leadership in terms of one individual. We need to move 
away from thinking about ‘the leader’ and attend more to leadership as 
a collective endeavour. The idea of distributed leadership recognizes 
that we need lots of leaders in school. Peer leadership among teachers, 
learning assistants and support staff is essential if we are to make 
schools powerful learning organizations. 

Second, if leadership is to be more widely distributed than in the 
past, what is it that is to be distributed? The answer to this question is 
not simply ‘leadership’. Rather it is that we should distribute a particu- 
lar type of leadership. From all that has been said so far when 
leadership is distributed it is surely learning-centred leadership which 
needs to be more widely dispersed. Schools may not need more strate- 
gic leadership, but they do need as many leaders as possible making a 
positive difference to what happens in classrooms. Distributed leader- 
ship, then, is about developing lots of learning-centred leaders. It is 
about increasing the density of leadership so that everyone has access 
to facilitative leaders who can help them articulate and analyse their 
professional experience, and act on it to improve the quality of teach- 
ing and learning. 

Third, there are challenges in moving towards more distributed 
forms of leadership. One obstacle is that distributed leadership requires 
senior leaders to let go. This is hard to do when accountabilities always 
seem to bring everything back to them. However, letting go does not 
mean abdicating responsibility. Heads, and increasingly deputies and 
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assistant heads, are letting go and taking on new roles. They are becom- 
ing developers of learning-centred leaders. As they encourage and 
promote distributed leadership, they simultaneously devote more time 
and energy to coaching and developing such leadership in others. This 
does not mean they cannot be learning-centred leaders themselves. 
They should continue to play a part in supporting colleagues’ growth 
as teachers. But they should also become learning-centred leaders in 
terms of helping less experienced colleagues learn to lead in this way. 


In closing this discussion it is important to return to the beginning. Learn- 
ing-centred leadership is already happening in some schools. It is an 
approach to leadership which is established and operating in schools. What 
is described in the second section — how leaders influence what happens in 
classrooms — is based on how effective school leaders are working today. 
Furthermore, the research base for this form of leadership includes accounts 
from teachers about how they view and prefer their heads, deputies and 
department heads to exercise leadership. 

In other words, what is described here is a form of leadership which meets 
teachers’ expectations of their leaders. As such, it is likely to prove highly influ- 
ential. School leaders’ influence is mediated by their teacher colleagues. 
Leaders are, in one sense, dependent upon teachers putting into practice 
inside their classrooms what has been agreed at the school level. Leadership 
which focuses on influencing teaching and which is enacted in a way which 
appeals to them is likely to be especially influential. Expressed more crudely, 
leadership which is in tune with followership can be very potent. 

This is not to claim that what is described in this chapter is a panacea. 
There remains much to examine. The NCSL is committed to this work and 
will continue to explore how learning-centred leaders operate in different 
settings and how such leadership is learned (see NCSL, 2004; 2004a). Work 
will also go on to synthesize findings across studies in other countries, as 
well as practitioners’ perspectives on ‘what works’ in their schools in this 
country. The College is determined to sustain a focus on how leaders influ- 
ence the quality of learning and teaching in schools. 

If the evidence we have suggests that a learning-centred approach to 
leadership makes a difference, then leaders must try it out for themselves. 
Given that some are doing some of it for some of the time, then perhaps all 
many leaders need is to do more of this more often. However, given what 
| have said about distributed leadership, it is also likely that many leaders 
need to do more of this more often, alongside more leaders. 
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To those who are sceptical of these ideas, perhaps | should close with a 
challenge. Why not try out this approach as a test? In educational research 
and school improvement, we make too little use of systematic trials. Learn- 
ing-centred leadership, though, is one which could be tested with a 
department or group of leaders in a school to see if it brings about enhanced 
results in terms of teachers’ responses, increased focus on learning and 
teaching, changes to pedagogy and improvements in students’ learning. 
Other factors may need to be taken into account, but even so, there is scope 
for the process of learning-centred leadership to be applied and tested. We 
need to move away from advocacy and turn towards thorough empirical 
research, which, in turn, is tested in other settings to see if it really works or 
not. Learning-centred leadership could be just such a project 
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Constructivist leadership 





Linda Lambert 


This chapter considers: 


1. The origins of constructivist leadership as a process that engages 
reciprocal learning in community toward a shared purpose. 

2. Processes and strategies for translating constructivist leadership into 
action for student, adult and organizational learning. 

3. Leadership capacity as broad-based, skilful participation in the work 
of constructivist leadership. 

4. A report on a study of high leadership capacity schools. 

5. Identification of three phases of development toward leadership 
capacity: instructional, transitional and high. 


Introduction 


Join the teachers at Melrose Park School as they gather at the circular 
library tables clustered to welcome learners. Somewhat apprehensive, 
each teacher grasps copies of one essay from one of her students. It was 
carefully chosen to reveal her notion of ‘best writing’. Having agreed to 
Share an example of what they considered ‘best’, they await the 
appointed time. A question appears on the chart stand: ‘What do we 
expect to find?’ Teachers eagerly pool their expectations and criteria 
before delving into each other’s nominated essays. Small dialogue 
groups look for patterns among the samples and compare what they 
had expected with what they found. What did they find? And what 
actions will they take? 

You have just witnessed a small interlude of constructivist leadership. 
What makes it so? Before answering this question, I will begin with my 
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own journey towards this understanding. One riveting question arose 
in the beginning: “What is leadership?’ This question has occupied my 
mind for several decades. Like you, I had my left-over definition from 
childhood. And this definition — that leadership rests in the hands of 
those with formal authority positions —- was to be consistently chal- 
lenged by history, new readings and multiple theories. One realization 
that visited me early was that when people learn themselves through 
change, they commit themselves to the outcome. If this were so, it 
became clear to me that learning had a lot to do with arriving at our 
sense of purpose. And, was not arriving at a sense of purpose, purpose- 
ful action, the central notion of leadership? 

By the early 1980s, I had a deep understanding of how I learned and 
had the remarkable convergent experience of serving as a junior high 
principal and working on my dissertation at the same time (do not try 
it — it is crazy-making). My dissertation on adult learning and the daily 
and creative tensions with practice broadened my understandings of 
learning within a vibrant, developing adult community. Again, it 
became clear that the learning journey that led to purposeful action 
was the substance of leadership in the school and within myself. As we 
learned together, those shared voices became stronger and more indi- 
viduals became invested in the process and the outcome. Leadership 
emerged from the nooks and crannies of the school; new spaces and 
new ways of being together were created by our conversations and 
attention to a shared vision. 

And, how might this learning be described? I had come to know that 
humans learn through a constructivist process; that is, we enter the 
learning process with our mind (schema) chock full of ideas, beliefs, 
assumptions, perceptions and experiences. We engage with others in 
learning experiences that are facilitated though reflection, inquiry and 
dialogue. In this way, we discover and make sense of new ideas; we 
reshape or incorporate new thinking through a meaning-making 
process. It is when we make sense of things that we can act intelligently 
to improve school for all concerned. Two differences are made: we are 
‘different’ because our personal schema has changed and the school is 
different because its culture has changed. 

When we do not proceed from an understanding of what we believe 
and how we make sense of new information, we are doomed to recipe 
responses; such responses are short-lived, unsatisfying and without 
depth. Even if they are worthy, they are not sustainable. Only in learn- 
ing can we find lasting improvement. And I do not mean 
memorization masquerading as learning, but the complexities of con- 
structivist learning made manifest in the schools. Such learning 
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suggests four key ideas to comprise its definition. Real learning - learn- 
ing that alters how we think and act — means that we evoke our beliefs 
and assumptions, inquire or investigate new ideas and intriguing ques- 
tions, make sense of those contrasts through dialogue and reframe or 
reshape our actions as a result. In the example of Melrose Park School 
above, the staff evoked their beliefs and assumptions when they 
responded to the question, ‘What do we expect to find?’ They inquired 
into practice when they examined each other’s chosen essays. Small 
dialogue groups made sense of what they were seeing. And, the next 
step, the ‘So what do we do with these new understandings?’, will 
begin to reframe how they teach writing. Together, these faculty mem- 
bers have engaged in constructivist leading; acts of leadership included 
attention to the process of learning in the meeting design that featured 
surfacing expectations, sharing essays, dialogue as a search for patterns 
and preparation for action. 

Learning as leading? What else compels us to believe it is so? I have 
argued that learning is purposeful, it is directional and it is lasting. Is 
that not what we seek to discover and achieve through leading? Yet 
another archaic assumption blocks our way. Have we not used leader- 
ship and leader interchangeably? If leadership and leader are one and 
the same, we affix leadership in a person, position, role and discrete set 
of skills. The leader is the principal, superintendent, board chair, direc- 
tor and president. This is amazingly limiting. When we define 
leadership and leader as one and the same, we relinquish a powerful 
concept (leadership) to the limitations of a person (usually a formal 
leader with ready access to authority and power). On the other hand, 
when we define leading as the learning processes among us, we invite 
everyone into the action. 

By the early 1990s these understandings became clear enough to me 
that I began the first of what was to become six books — and numerous 
articles and chapters — in the field of leadership and leadership Capac- 
ity. Working alongside our graduate students who were teacher leaders 
and principals and within the Centre for Educational Leadership, Cali- 
fornia State University, Hayward, these ideas took form. 


Constructivist leadership defined 


Based on an understanding of leadership as a form of learning, I define 
constructivist leadership (see Figure 6.1) as reciprocal, purposeful learn- 
ing and action in community. 

We have begun to explore learning as constructivist, but why reci- 
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Reciprocal means being 
invested in and 
responsible for the 
learning of others while 
expecting others to 
assume similar 
responsibility for your 
own learning 












Learning means constructing 
meaning and knowledge 

together through dialogue, 
reflection, inquiry and action 















Purpose means 
sharing a vision, set 
of beliefs, and goals 


about schooling and — 


student learning 





A Community is 
composed of a group of 
people who share 


common goals, 
aspirations for the future 
and care about one 
another 


Figure 6.1 Constructivist leadership dimensions 


procity? I would suggest that in order to maximize our learning we need 
to pursue a learning goal within patterns of relationships in which indi- 
viduals are mutually committed to the learning of the other. Hierarchical 
power relationships invite dependencies and limit the brain’s power to 
learn well. The brain’s capacity to find patterns and make sense of the 
world is liberated within relationships that tend to mutual care and equi- 
table engagement. Our capacities for reciprocity are a function of our 
growth and maturity, our ability to invest in the learning of others as we 
invest in our own learning. Think of it in this way: I am responsible for 
your learning and you are responsible for mine. This ‘social contract’ 
reshapes the patterns of relationships within which we learn, freeing our 
minds to explore learning openly with others. 

Constructivist learning occurs within patterns of relationships that 
are reciprocal. Evoking what we know, believe and have experienced; 
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inquiring into new ideas and questions; making sense of these tensions 
and discrepancies; and rethinking our actions and behaviours — these 
complex processes require a trusting, respectful environment charac- 
terized by reciprocity. Formal leaders must give powerful attention to 
trust and to creating the conditions for mutual trust, respect and shared 
work. Four stages of constructivist learning involve: 


~ evoking our beliefs and values, assumptions, perceptions and experi- 
ences. This can be facilitated through questions, stories, reflective 
writing and conversations 
inquiring into practice in order to discover new information, data. 
Questions, observations, action research, examining student work 
and reading about ‘best practice’ lead these inquiries 
constructing meaning or making sense of the discrepancies between 
what we believe and think and the new information we have dis- 
covered is the dialogue that embraces inferences and looks for 
patterns 
acting in new ways comes as a result of learning. What will we plan, 
create, do differently as a result of what we have learned? 


In Figure 6.2 there are several questions that can guide these construc- 
tivist processes in schools. Use them to form agenda and to facilitate 
teaching and coaching. 

While learning is purposeful by its very nature — all systems learn — 
purpose that is morally engaged means more than survival-driven pur- 
pose. To be morally engaged in the world requires us to surface and 
understand our values, values that inform our moment-to-moment 
actions, our treatment of others, a school’s vision. I am confident that 
when we as educators experience a trusting, learning-based work envi- 
ronment, we collectively grow towards the higher stages of human 
development. Historically, research and experience have taught us that 
these include social justice, equity and caring. 

Let us consider equity for a moment. As a higher-level value, this 
belief can rivet our attention and cause us to challenge discrepancies 
such as differences in performance among children based on race, eth- 
nicity, language and gender. When we are value based, these 
discrepancies can provoke our outrage; we cannot rest without address- 
ing the differences that we observe. We are driven to find solutions or 
we experience remorse. And, our sense of justice and care may lead us 
to invest in the potential of the whole child as an aesthetic as well as 
an academic, as a caring friend as well as an entrepreneur, as a per- 
former as well as a thinker. 
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We are striving for language that invites the generation of new contexts or refram- 
ing the group focus, opens up possibilities, does not restrict answers to narrow 
categories or offer advice. These are grouped by the four reciprocal processes of 
constructivist leadership. 


On Evoking Potential 

What assumptions can | infer from ... ? 

What do | think will happen or not happen as a result of holding these 
assumptions as true? 

How long have | lived with this assumption? When was it born, and under 
what circumstances? What has helped it grow up? Have there been any signif- 
icant turning points in its development? What is the life expectancy? 

What information/evidence will | need to gather in order to challenge those 
assumptions? 

How do | make sense of this? 

What new actions may result from these understandings? 

How might we ... ? 

Why is that? When did we start doing it this way? 

What led to ... ? 

Tell us more about .... 

Explain what you mean by... 


On Inquiring 

What questions do we have? 

What questions would be helpful to ask? 

Based on our questions, what do we need to know? 
What evidence would be useful? 

How can we find or discover this evidence? 

When will we bring our evidence back to the group? 
What will we do with this information? 


On Sense-Making 

Based on ... What patterns do we see? What connections can we make? 
Htow do we make sense of these? What meanings do they hold for us? 
What conclusions can we draw? 


On Reframing Action 

Based on findings, how do we need to change our practice? What changes do 
we need to make? 

What is important for usin... ? 

What will it take to accomplish this? 

What are we choosing to do? 

How shall we proceed? 

How might we reflect on our process? What have we learned? 

How will you know when we are successful? 


Figure 6.2 Constructivist questions that facilitate dialogue 
Source: L. Lambert and M.E. Gardner, (2004) 
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When we are not value based, priorities are difficult to discern, all goals 
blend, things look alike. For instance, schools that are not value based 
find as much moral justification in technology and discipline as in lit- 
eracy for all children. Technology is an important strategy and tool for 
learning, but it is not the purpose of learning. How often do we hear of 
schools that ‘restructured’ around technology? Or that begin their col- 
laborative work around strengthening the discipline code? Some 
schools move beyond these meagre beginnings, others do not. What 
makes the difference? For those schools that enter into a learning 
process driven by values, they are compelled to attend to the student 
as well as the tools, to the learner as well as the means. This soul-search- 
ing occurs in community. 

When I think of community, | think of people who care for each 
other working toward a shared goal. This seems self-evident and simple 
enough. Why can we not just care about one another and focus our 
attention? It can be helpful as well as interesting to think about eco- 
logical community and the complexities of interdependence. 

An ecological community incorporates the principles of ecology and 
may be considered as an interconnected and complex web of recipro- 
cal relationships informed and sustained by their purposeful actions. 
The more diverse, the richer and more complex. The community is 
flexible and open to information that contains surprises and possibili- 
ties. The growth of the participants of this community is propelled by, 
and adapts to, the continual construction of shared meaning and 
knowledge that we think of as learning. Look closely at the ideas in the 
above statement and remember that in human communities the pur- 
pose is value-driven. The ‘egg crate’ and isolation structure and 
schedule of schools do not give natural impetus to such communities. 
That is why we as leaders need to break through the walls of isolation 
and singularities to engage ourselves in the conversations. This is chal- 
lenging and skilful work. 


Translating constructivist leadership into action 


Learning, teaching and leading are intricately intertwined. To learn is 
to understand the essence of teaching; to teach is to understand the 
essence of leading. This relationship is a vital understanding that can 
reduce the complexity of leading to the simple truth that human learn- 
ing propels each of these concepts. Let us look at some more short 
vignettes that describe how these three ideas — learning, teaching and 
leading — are related. 
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Vignette 1 


A team of eleventh-grade students sat remarkably still as they focused 
on the question that had been written on the board. ‘Why did indige- 
nous peoples leave Mesa Verde and Machu Picchu so abruptly?’ ‘There 
has to be a lot that is already known about this already,’ suggested one 
student. ‘There are theories, but little consensus,’ noted another. ‘What 
if we each research one theory and compare, looking for patterns? Per- 
haps we can infer some new conclusions’. Team members nodded. 
‘How will we organize ourselves for this work?’ asked the team leader. 
‘Undoubtedly, our first action should be to identify these competing 
theories, then we can distribute the work to get more depth and make 
comparisons’. ‘Do we have the best working question — perhaps we 
need a few sub-questions, such as “what do we mean by ‘abruptly’?” 
‘Can we speculate on the kind of product that we are seeking?’ ‘Too 
early,’ suggested another, ‘but we can create a timeline for our work.’ 


Vignette 2 


Jason had been at Melrose Park for three months. He felt welcome yet 
unsure of himself as a teacher and as a colleague. His mentor was a fre- 
quent presence in his life, so much so that he was learning to relax and 
ask real questions, increasingly unafraid of revealing his ignorance. 
Jason had noticed that his mentor, Julie, seemed genuinely interested 
in his approaches to classroom management. One day, after a particu- 
larly smooth opening of class, she asked, ‘How do you do that?’ Jason 
almost floated into his new professionalism. 


Vignette 3 


The Melrose Park parent group convened around a persistent question: 
‘How can we best enable our parent community to understand the new 
accountability system?’ As one parent facilitated, the members brain- 
stormed their suggestions. Many ideas crowded each other on the chart 
paper — workshops, a special position paper, parent tutoring, One par- 
ent stopped the process to ask: ‘Do we fully understand these measures 
ourselves?’ Light laughter danced around the room. The facilitator 
smiled and shifted the process, asking: ‘What do we know about these 
new accountability measures?’ 
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Vignette 4 


The principal could not take his eyes off the paperweight on his desk. 
When the sunlight caught the prism, the colours danced in an almost 
hypnotic way. Today was not the first time that his concentration was 
riveted, it had happened at his son’s soccer game and while he was 
driving, nearly missing the turning to his home. The No Child Left 
Behind Legislation (NCLB) was leaving him behind. How could he deal 
with the array of problems the school was now encountering? Dissatis- 
fied teachers who say they must teach to the test at the expense of 
science and history and the arts. The slow disappearance of some of our 
best constructivist practices. The partial reversal of mainstreaming 
when teachers no longer want special needs students in their classes 
who will lower their scores. What was he to do? His wife had asked that 
morning, ‘Are you the only responsible person in that school?’ 

He turned to the agenda for the faculty meeting on his computer and 


typed in: 


Identify NCLB advantages, issues and dilemmas 

Pose two dialogue questions: ‘How can we retain the best of our own 
practices while meeting NCLB goals? What approaches will we use?’ 
(Distribute dialogue guidelines to small groups, choose facilitator 
and process observer, set time frame.) 


No, he was not the only responsible person in the school. He smiled to 
himself. 

What do these stories have in common? I would suggest that they 
involve some similarities: 


1. All participants are in reciprocal relationships with each other. They 
are learning from and with each other without regard for role, power 
or status. Note particularly the willingness of the veteran teacher to 
learn from the new teacher. 

2. Each story concerns an incidence of constructivist learning. The mem- 
bers are surfacing assumptions, expressing curiosities and posing 
questions, taking part in dialogue with each other, framing future 
actions. The implicit assumption is that everyone learns, everyone leads. 

3. There is a recognition that all role groups can lead: students, teach- 
ers and parents as well as administrators. 

4. Relationships are trusting and respectful, essential conditions for 
learning and leading. 

5. These are all stories of constructivist leadership in action. Embedded 
in these stories are understandings, knowledge and skills that enable 
these participants to be together in special ways. 


Constructivist leadership 121 


Mer Nt AARNE a a PO + bdahAdeannnnbbhienet AAAS Neale ites doh hen 


Recently a teacher in Calgary, Canada, told a large audience of educa- 
tors from the Rocky View School Division: ‘It has occurred to me that 
listening is an act of leadership’. Listening as an act of leadership —- how 
simply elegant, how simply true. When we listen to each other we learn 
through mutual understanding. Here are a few others. 


Examples of acts of constructivist leadership 


= Questioning traditional assumptions about who can learn. 
Initiating a new way of approaching a problem. 
Engaging colleagues in peer coaching and mutual planning. 
Synthesizing a shared vision. 
Listening to a colleague. 
Encouraging faculty reflection with a question, a piece of data. 
Facilitating action research. 


As a constructivist leader, what understandings, dispositions, knowl- 
edge and skills will you need? Let me suggest a few: 


= A conceptual framework is a set of key understandings. In other 
words, an understanding of constructivism, clarity about your own 
values and a belief in the right, responsibility and capability of oth- 
ers to learn and lead. This will give you focus and integrity. 
Further, you will need the best communication skills that you can 
muster: listening, questioning, and language choices that suggest 
openness, other-directed concerns, value orientation and flexibility. 
Knowledge of the work itself: teaching and learning, organization 
and management, change, human resources. 
Confidence and courage to ask the hard questions, say ‘no’ occa- 
sionally, leave some things off the plate while you concentrate on 
others, and never lose sight of what is important. 
Taking care of yourself. Do not do only for others as it creates 
dependencies. Do not postpone your own joys. Do what is mean- 
ingful and remember that people become engaged in learning that is 
rewarding. Attend to your health or you cannot do any of the other 
things you want to do. 


Leadership capacity as a framework for constructivist 
leadership 


By the mid to late 1990s, my work in constructivist leadership brought 
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me to the doorstep of other compelling questions: Why is sustainable 
school improvement so difficult? Why do schools often return to their 
old ways when an effective principal leaves? And, why do some schools 
never reach lasting improvement even when a strong principal stays? 
These questions could be addressed substantially by the difference that 
constructivist leadership was making in schools, but there was clearly a 
need for an organizational premise in which to embed this newer form 
of leadership. 

Such puzzlements led to the creation of the concept of ‘Leadership 
Capacity’, which means broad-based, skilful participation in the work of 
leadership (defined as constructivist leadership). Leadership capacity, 
therefore, is a function of participation and skill and gives rise to multi- 
ple stories that not only describe a school with high leadership capacity, 
but also scenarios of schools that are in differing stages of development. 

During the five years following the publication of the first book on 
leadership capacity (Lambert, 1998), I had an opportunity to work with 
thousands of teachers and administrators. In 2003, several colleagues 
and [| set out to study the leadership capacity of 15 schools (Lambert, 
2004). The 15 schools were situated in South Carolina, Ohio, Missouri, 
Texas, Washington, Alberta (Canada) and California. Pseeudonyms have 
been used for all the schools and principals except Leadership High 
School. Twelve of the 15 schools are in highly diverse, urban settings. 
Six years ago, these 12 schools were low-performing schools. The par- 
ticipating schools were selected using the criteria of high leadership 
capacity schools: 


broad-based involvement in the work of constructivist leadership 
a shared vision that focuses the work of the school 
an inquiry-based approach to improving practice 
* roles, responsibilities and collaboration that has led to collective 
responsibility 
reflective practice 
high or steadily improving student performance that has been sus- 
tained for at least four years. 


Through the findings in this study, we learned about the evolving role 
of the school and of the roles of principals and teachers that brought 
schools to higher stages of leadership capacity through the implemen- 
tation of constructivist leadership. 

Each school in the study possessed a clear and clearly shared theory of 
action about school improvement. Strategic approaches were not acci- 
dental or stumbled upon idiosyncratically. Each school’s theory of action 
included the elements of school improvement described by the concept 
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of leadership capacity. The welcome convergence of today’s knowledge 
about school improvement means that several initiatives support and 
complement each other. For instance, three of these schools are members 
of the Accelerated Schools network that includes leadership capacity as 
one of its goals and further emphasizes ‘unity of purpose, building on 
strengths and that everyone is a part of the process’. Three California ini- 
tiatives, SB1274 (a state restructuring initiative ending in 1998), the 
privately funded Bay Area School Restructuring Consortium (BASRC), 
and the state Evaluation Support Unit (ESU) process promote approxi- 
mately the same approach to school improvement described here. The 
Child Development Project, Oakland, California, promotes the beliefs 
about children and adults that underlie strong school improvement. First 
Things First emphasizes sustainable relationships through vertical learn- 
ing communities and ‘looping’, the use of student achievement 
evidence, and a professional culture. 

These congruent theories of action involved design features such as 
teams, Communities or cadres that organize staff, parents and students 
into patterns that enhance relationships, participation and skilfulness. 
Everyone is on a team (for example, leadership team, vertical grade team, 
horizontal grade team, vision team, action research team, literacy team, 
data focus team, book study team, CARE team, Dreamkeepers). Everyone 
participates. These teams engage in conversations about student per- 
formance and problem-solve questions of practice. Vision, beliefs and 
values foci (for example, the Vision Team at Carson School shepherds the 
vision, the Dreamkeepers at Garnett School monitor equity issues, and 
the teams at Leadership High and Riverside Elementary have guiding 
principles) help to monitor implementation of initiatives that are 
congruent with the overall mission of the school. 

Within these teams, as a whole staff, and in one-to-one coaching 
connections, staff participate in skilful and focused conversations or 
dialogue. These conversations are usually constructivist in nature: sur- 
facing assumptions and beliefs, inquiring into practice, making sense 
of what they have found and framing new or improved action. At Gar- 
son Elementary School these constructivist conversations are referred 
to as PEP (peer enquiry process). At Johnson Junior High these conver- 
sations take place in interconnected and articulated teams: leadership 
team, steering committee, cadres and professional learning communi- 
ties that are embedded in departments. In multiple other schools, the 
constructivist process is referred to as action research. The heart of suc- 
cess appears to lie in the conversation. 

Observations of actions and language and conversations revealed a 
noticeable energy — even synergy — that propelled these schools. It 
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appears to be derived from clarity of purpose, focus, strongly held 
beliefs and values, continual learning, persistence and tapping into an 
energy cycle of networking. Among and within schools, shared beliefs 
are striking. They include such complementary beliefs as: 


» a deep respect for individual capacities, differences and strengths 
all can learn, all can lead 
all teachers are leaders; all teachers are instructional leaders 
quality learners are quality teachers 
while the principal can enable empowerment, power resides in each 
person 
change is a process of learning together 
school improvement is doable work 
if you capture a child’s heart, you also have his or her head. 


These beliefs are part of the explicit and implicit agreements that com- 
pel staff to work in energetic unison. 

Approaches to problem-solving revealed a strong sense of collective 
responsibility. When the vice-principal position was eliminated at 
Toledo Elementary and Garson Elementary Schools, the staff decided 
how to redistribute the tasks among themselves. 

In several of the schools — Cavalier, Gibson Garden, Harrison and 
Leadership High being strong examples — a high number of staff are 
involved in outside networks, graduate programmes, or the national 
teacher certification process. 

The special initiatives or networks included (or had included) an 
external coach or consultant who worked closely with the school. For 
instance, this individual might be a coach and guide connected to 
Accelerated Schools (often the director of the programme). The indi- 
vidual in this role at Harrison Junior High, Kelly and Harrison 
Elementary served as a coach, trainer, friend, mentor, broker of services 
and visits, as well as co-ordinator of the network. Within Kansas City’s 
First Things First programme, a trained School Improvement Facilitator 
is assigned to each school. 

These external coaches became trusted confidants to whom both the 
principal and teachers turned for support, advice and information. The 
external coach became an important ‘fluctuation’ in the programme, 
meaning a force that moved energy and dissonance through the system 
much like a small boat disrupts the tranquillity of a lake. Such ‘tran- 
quillity’ can grow into complacency or acceptance of the mean if an 
internal or external perturbance does not exist. Internally, such a fluc- 
tuation or dissonance, a vital aspect of constructivist learning, was 
often caused by a strong and insistent staff member (often the princi- 
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pal), a crisis and/or student data; externally, this fluctuation was often 
a function of an external coach and/or network. The role of the princi- 
pal and teachers and their influences can be described in evolving or 
developmental phases. 

The principal’s characteristics and understandings in a school that 
has high leadership capacity or is moving actively in that direction are 
strikingly similar. These individuals may be characterized by clarity of 
self (that evolves during the process) and values; strong beliefs of 
democratization; strategic thought; a deliberate and vulnerable per- 
sona; knowledge of the work of teaching and learning; and, ultimately, 
a capacity for developing capacity in others and in the organization. In 
a high leadership capacity school, teachers evidence similar disposi- 
tions and behaviours. 

In 13 of the 15 schools, these characterizations distributed them- 
selves among three major stages of development that may be referred 
to as: Instructive, Transitional and High Capacity. It should be noted 
that these phases applied when the principal enters a low or moder- 
ately low leadership capacity school. On the occasion of entering a 
moderately high or high leadership capacity school, the principal’s 
approach was more similar to approaches found in high leadership 
capacity schools. Those differences are described below. 

‘instructive’ as used in this context does not mean autocratic; rather, 
it refers to a period of organization, focusing and establishing or initi- 
ating previously non-existent collaborative structures and processes 
(for example, teams, vision, examining data as a norm, shared expec- 
tations, working together). Teacher behaviours varied greatly, but were 
often remembered as dependent and/or resistant. 

‘Transitional’ is the process of ‘letting go’ — releasing authority and 
control — while providing continuing support and coaching. This is 
central to a strategic thought process — that is, knowing where the cul- 
ture is going and when to pull back as teachers are emerging into 
leadership. As teachers emerged into leadership, this occurred at vary- 
ing rates: many were more than ready to think differently about their 
work and enlarge their identities to include teacher leadership, while 
others moved more cautiously and deliberately. 

‘High Capacity’ refers to developing capacity in individuals and in 
the organization in ways that encourage the teachers to play out more 
dominant roles. The role of the principal becomes more low profile, 
leading from the centre or side with an emphasis on facilitating and co- 
participation. Teacher influence and actions began to converge with 
principals as they both became more reciprocal in their behaviours and 
conversations. 
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The more Instructive principai phase 1 was found to demand attention 
on results, convene conversations, solve miasmic (causing disease, 
endemic, lethal) problems, challenge assumptions, confront incompe- 
tence, focus work, establish structures and processes that engage others, 
and articulate beliefs that may find their way into the fabric of think- 
ing of the school. For most principals, such displays of ‘strength’ were 
strategies; that is, they understood where they were going in building 
capacity and felt that they needed to ‘jump start’ the process in order 
to move out of the realm of low-performing leadership capacity school. 

One such deliberate strategy could be called ‘pacing and leading’ the 
community. Pacing and leading means walking alongside of, being 
empathic, so that others know they are being understood, before ask- 
ing a question or taking an action to lead in a new direction. Janet at 
Vantage Elementary described incidences in which she matched cul- 
tural experiences and behaviours (for example, in tone, language and 
emotional affect), listened, and led community members into a place 
of participation in solving the deep problems that had besieged the 
school. 

There were few data about teachers during this phase, other than 
reported memories by principals of resistance, disengagement and 
dependence. One principal still struggled with subtle aspects of 
dependence from high school staff: ‘You just tell us your vision for the 
school and we'll act on it’. These characteristics of teachers in a low 
leadership capacity school are consistent with my experience with 
schools through the USA and Canada. 

Two principals remained ‘strong’ past the time for letting go. They 
did the ‘right thing in the wrong way’. ‘Right things’ mean such 
actions as setting boundaries, encouraging participation, expecting 
accountability and teacher decision-making; ‘wrong way’ means taking 
such actions in an instructive way and maintaining tight control of the 
outcomes. In spite of this instructive approach at Gibson Garden 
School, the teachers have created a lateral, nested professional com- 
munity. The teachers are mature, involved in graduate programmes, 
helpful to young teachers, and work earnestly at peer coaching and col- 
laboration. In both schools, the staff are ready for a different kind of 
principal, meaning a principal who recognizes their capacities for self- 
governance and adult learning. The principals — although not the 
teachers — in these two schools are situated in this first phase and were 
included in the study in order to understand more fully the evolution 
of the teacher culture in spite of the style of the principal. 

The second such school, Cavalier Elementary, may be seen as an 
instructive phase school that is setting the scene for transition. The 
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principal believes that it is the principal who sets the vision and focus 
for the school while teachers are members of a collaborative team that 
realizes the vision. Principal Lisa suggested, ‘Leadership and vision flow 
into the community [from the principal] and the community members 
become part of making the vision happen ... every job description at 
Cavalier school involves taking part in leadership’. Teachers teach each 
other, develop curriculum and observe and conference with each other. 
Student achievement has improved significantly (381 to 591 on the 
California API). Teachers are clearly ready to assume more responsibil- 
ity for the larger arena of visioning and goal-setting. In order to move 
into and through the transitional phase, the principal will need to let 
go of some of the reins of power. 

Principals found the Transitional phase the most challenging as the 
range of teacher development is at its widest: some teachers may still 
expect and want an instructive principal (dependent), others are awak- 
ening as more independent professionals, while still others are at a 
high leadership capacity stage and display self-organizing behaviours. 
Self-organization and its role in teacher development will be described 
more fully below. 

The transition phase is a time of epiphanies and turning points for 
both principals and teachers. For instance, Theresa, principal of Car- 
avell High School, noted that her great strength — her strength - may 
have been getting in the way of the growth of others. As a result of this 
insight, she pulled back into stronger collaboration and peer conversa- 
tions in order to diminish the reliance on formal authority. A turning 
point for Caravell was dramatically encountered when the school was 
identified as a low-performing school by the California State Depart- 
ment. Theresa made this announcement at a faculty meeting by laying 
out the harsh reality of the low-performing status and declaring: ‘I 
don’t know what to do. We’ll have to figure this out together’. They 
did. 

Janet at Vantage recognized her need to let go of authority and power 
when her teachers told her: ‘It is time to let go’. Jack at Carson realized 
that he needed to rally the energies and diminishing self-respect of the 
teachers in order to pull out of the crisis of confidence and move for- 
ward. He deliberately used longitudinal student data to pronounce: 
‘Look at the progress we have made! We must be doing a number of 
things well. Now where do we go from here?’ 

Encouragement during this phase was witnessed as both direct and 
subtle approaches by the principal. At Garson School, Betty framed the 
need to address the achievement gap more aggressively: ‘Just remember 
that a change in practice or instruction will always come from the out- 
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side if you don’t allow it to come from your own action research’. 
Declaring such a consequence was encouraging and clarifying for Gar- 
son teachers. 

Dolly, Principal of Toledo Elementary, described both her strategic 
thought processes and her vulnerability: 


Being a principal in a school is a work in progress. The work of learning 
to me will never be completed because this is a dynamic role — a role 
based on human relationships. These relationships are constantly being 
created and negotiated. During my first year, I was intentional in engag- 
ing the individuals with whom I work. I worked on creating a climate of 
trust. The accomplishments of teams of people on staff were recognized 
by myself, and eventually by others. My leadership in this area shifted 
from me to reside within others. 


Dolly learned to live with dissonance and tension while growing into 
her own confidence in the future. This capacity to live with uncertainty 
and trust the learning process enabled her to be open to vulnerability. 

The willingness of the principal to be vulnerable was a crucial per- 
spective during the transitional phase and served to evoke teacher 
participation. Garnett Elementary boasted a major climb in standard- 
ized scores in the autumn that Julie became principal. Realizing that 
such a peak would inevitably be followed by a decline in scores, she 
anticipated that a lack of thoughtful attention to children of colour was 
both a moral and political hindrance to further progress. Julie sensed 
that her personal journey could be their shared journey. At an early 
meeting, she declared to the staff: ‘I am a racist. 1 need your support to 
work through this’. She was vulnerable. She was authentic. The staff 
responded well and began a four-year journey into a deeper under- 
standing of their beliefs and assumptions about race, ethnicity and 
poverty. The Dreamkeepers group monitors their progress. 

One of the most challenging aspects of the transition phase is the 
breaking of dependencies. This is often occasioned by a culture in 
which teachers need to ask permission of the principal for most actions 
— and they come to expect the principal to make the decisions and ‘take 
care of them’. When a principal is aware of the danger of dependencies 
and the barriers to learning that they erect, and strategic about the 
process of development, several deliberate Strategies can be used to 
address the issue. In the lower-performing schools (where dependen- 
cies are most apt to be found), principals turned decisions and 
problem-solving back to the teachers, coached and led for teacher effi- 
cacy, and refused to hold tight to authority and power. 
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The splitting of the principal role into two roles early in its existence 
(the school has been open for six years) at Leadership High became 
‘messy’. Power and personality issues added confusion to the redefini- 
tion of roles and the development of the leadership team. The 
restructuring of roles into leadership and management or administra- 
tive functions has borne fruit: more focus on teaching and learning and 
continuing to develop the skills and identity of the leadership team. 
Power dynamics were avoided at Garson and Toledo Elementary 
schools when the loss of an assistant principal prompted teachers to 
voluntarily redistribute those roles and at Riverside when the absence 
of a principal warranted a major overhaul of roles. 

This transitional phase was supported by what Kegan (1982) terms a 
‘holding environment’. Such an environment means sustained support 
and tenacity during a period of change and development. During this 
time, there is a temptation to give up or abandon the effort — it seems 
too hard, too difficult to achieve. Support involves continuing conver- 
sations, staying in the process (rather than giving way to quick fixes), 
coaching, and problem-solving within an atmosphere of trust and 
safety. Those leading the effort displayed confidence in the future. For 
the most part, principals were able to remain in the schools for the 
reintegration of the new programme of goals and teacher identity, 
rather than being pulled out by the district during this period. 

The external coach had a significant role to play during the transi- 
tional phases: observing, coaching and advising. At Kelly Elementary, 
when teachers felt that they were losing momentum under the guidance 
of a new principal, they independently approached the external coach to 
intervene and bring life back to their school improvement process. 

Principals in the High Leadership Capacity phase displayed many of 
the qualities and skills that helped them succeed in the previous two 
phases: caring and collaboration; a capacity for introspection and per- 
sonal learning; beliefs in the capabilities of others (children and adults) 
for learning, self-governance and social justice. However, behaviours 
were somewhat different in this phase. The principal evidenced a lower 
profile than ever before; she or he relinquished and shared critical roles 
and responsibilities; and teachers as well as principals initiated new 
actions and posed critical questions. 

Strikingly, principals and teachers became more alike than different. 
As teachers self-organized, initiating and self-responsible behaviours 
emerged. A levelling or balancing of relationships occurred as reciproc- 
ity developed between the principal and teachers. With reciprocity, 
teachers found their voices, grew confident in their beliefs, and became 
more open to feedback. The principals no longer had to convene or 
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facilitate the conversations, frame the problems, or challenge assump- 
tions alone. 

The principals at Leadership High, Easton High, and Sarason Ele- 
mentary began their tenure in moderate to high leadership capacity 
schools. As a new charter school, Leadership High struggled to establish 
the structures and roles that would define it as one with high leader- 
ship capacity. Easton High and Sarason Elementary principals followed 
highly effective principals. These principals were carefully selected so 
that they could carry on the spirit and behaviours that had brought the 
schools to this point. Rita Hanson at Easton High School explains it 
this way: 


I view myself as simply one small part of the wheel that turns, at times 
I am the hub, at times one of the spokes, and at times the rim that meets 
the road ... I believe in the intrinsic good of people and look at my Job 
as helping them to see that within themselves. 


Greg Peters, principal at Leadership High, observed that: 


I’m trying to lead for whenever I may not be here any longer — by build- 
ing both systems (through school design choices) and people’s capacity 
for leadership; both of these focused on holding and progressing toward 
the vision. We have to strengthen both the vision and people’s capacity 
to lead toward that vision. 


Riverside Elementary has been a high leadership capacity school with- 
out a principal for seven years. However, Riverside was brought to this 
state of self-governance by a principal who intended to develop a self- 
governing school and did so with the support of the California state 
SB1274 restructuring programme and the district. 

The development of Kelly School is a story of the three phases of 
growth to high leadership capacity. During the first three years that 
Principal Marion was there she tore down the boundaries among per- 
sonal and professional roles in order to build trusting relationships. 
They held retreats on her houseboat. And they held constructivist con- 
versations with a strong focus on student data. Tough decisions and 
actions towards less than competent teachers could be carried out with- 
out losing trust among others. She sought to hire new teachers so that 
they could be inducted into the new environment; mentoring was her 
main approach. Marion took a strong lead at first, and then backed into 
strong collaboration. Kelly had the lowest performing profile in the 
region and was under threat of closure. She and the staff rallied around 
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a sharp focus on student learning. Two staff overcame their own resist- 
ance and began to participate when they were convinced that student 
achievement was improving. High test scores were not enough for 
Kelly - they measured student achievement by state test scores, atten- 
dance, demonstrated performance, fewer discipline referrals and parent 
involvement. As described above, four years later and under a new 
principal, the teachers became concerned that they were losing 
momentum and asked their external coach for assistance. Today, with 
a new part-time principal, the school is a high leadership capacity 
school. ; 

This study of 15 schools provides a deeper understanding of the con- 
text in which constructivist leadership is conceived and evolves. 
Schools that reached a state of high leadership capacity consistently 
used constructivist conversations characterized by questions of prac- 
tice, reflection, inquiry, dialogue and action. As these conversations 
became a part of the fabric of the schools, staff learned to facilitate and 
participate in the processes of constructivist leadership. 

For generations, we have lamented the inability of learners to 
directly transfer skills and theory into practice. Unless we prepare 
learners and leaders through constructivist approaches, they will not 
develop the personal schema and metaphors that are necessary to 
understand and act upon issues of practice. Being an effective con- 
structivist leader is deeply connected to who we are and how we lead 
our lives, which is an outgrowth of our world views. Therefore, con- 
structivist leadership is embedded in the patterns of relationships and 
learning in schools and organizations. The reciprocity of these rela- 
tionships empowers all of us to find our voices and voice our beliefs 
about learning and leading. 
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Poetical and political leadership 





Terrence E. Deal 


This chapter considers: 


1. Before acting leaders need to know what’s going on. 

2. Mental maps outline the terrain. 

3. Four lenses potentially guide their thinking: personal, rational, 
political, and cultural. 

4. Most managers draw on only two: their role as counsellor or social 
architect. 

5. Leaders emphasize politics and poetry. 


During the first half of this decade, my efforts to coordinate a collabo- 
rative and cohesive relationship between the community and the school 
district around a common focus — the education of our children —- 
resulted in considerable acknowledgement of my skills as an effective, 
innovative leader ... my focus as superintendent was on improving stu- 
dent learning by concentrating on people and structure ... I now spend 
considerable energy and time dealing with individuals and narrow inter- 
est groups bent on immediate satisfaction of their parochial needs and 
wants regardless of the consequences for the common good. More time is 
spent resolving conflicts roiling as special interests compete for power 
and resources. Time and energy must also be devoted to symbolic issues 
if one is to ensure the essence of public education. Since the current vil- 
lagers have no sense of the village, today’s superintendent must use 
rituals, stories, ceremonies and other symbols to transform a splintered 
culture into a common community focus on shared educational values. 

Hagar, 2004: 1 


These are the observations of Dr Jim Hagar, nominated for National 
Superintendent of the Year in 2004. But he was not speaking just for 
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himself; he was echoing sentiments of other educational leaders across 
the country. Nor were his comments restricted to education. They 
apply across the board. Any contemporary leader in business, health 
care, the military or a non-profit enterprise would undoubtedly share 
his viewpoint. The setting in which most organizations operate has 
shifted, as Hagar notes, from harmonious and supportive to becoming 
much more cacophonous and contentious. Correspondingly, to survive 
and thrive, today’s leaders need to alter their perceptions and practices. 
In a world that is politically charged and culturally splintered, organi- 
zations long for leaders who are masterful politicians and imaginative 
and inspirational poets. 

Our problem is that such people are currently in short supply. Jim 
Hagar was able to navigate successfully the transition from a predomi- 
nantly people and structural orientation. But a lot of today’s leaders are 
stuck in old ways that are not working any more. Admiral Trost, for- 
merly the US Navy’s Chief of Naval Operations, offers a novel and 
highly accurate portrait of a good leader: ‘First and foremost a leader 
understands what is really going on. Next, and based on that judg- 
ment, he or she figures out the right thing to do in response. Finally, 
the leader works though subordinates well organized and motivated to 
get the job done’. Trost goes on to observe that those in leadership posi- 
tions too often skip step one, decide something in step two and assume 
that a decision will automatically be carried out in step three. As a 
result, attempts at exercising leadership rarely make things better and 
often make them worse. But when people do not know what to do, 
they do more of what they know. 


The myth of modern management 


What we know and emphasize is heavily influenced by the tools and 
techniques of today’s conception of the modern manager. Managers 
plan, both strategically and tactically. They make decisions. They set 
clear goals and measurable objectives. They hold others accountable 
and allocate rewards based on performance. They evaluate outcomes 
based on specific standards. They pride themselves on analytic ability 
and keeping situations under control. We believe widely in the virtues 
of this approach even in the face of disconfirming evidence. Two exam- 
ples illustrate what gets reported, then overlooked. Years ago, the 
development of the Polaris Missile System was heralded as a tremen- 
dous success — a government project completed on time and under 
budget. Modern management techniques, such as PERT charts, regular 
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meetings and easy access to up-to-date technical information, were 
credited with the happy outcome. But a later investigation by Sapolsky 
(1972) demonstrated that the management methods contributed indi- 
rectly through symbolic ritual and ceremony rather than directly via 
rational cause and effect. Henry Mintzberg, the guru of strategic plan- 
ning fairly recently (1994) wrote a book entitled The Rise and Fall of 
Strategic Planning. He concludes, ‘The story of the rise and fall of strate- 
gic planning ... teaches not only about the formal technique itself but 
also about how organizations function and how managers do and don’t 
cope with that functioning, also about how we, as human beings, think 
and sometimes stop thinking’ (Mintzberg, 1994: 1). 

It is not that we stop thinking. Rather it is a matter of how we think. 


Organizations as factories, families, jungles and temples 


Bolman and Deal’s (2003) concept of frames expands the possibilities 
for how people reflect on life in organizations and the different logics 
they rely on to interpret what is going on and what needs doing. The 
structural frame emphasizes organizations as factories built on ration- 
ality and results. Its assumptions undergird modern management 
approaches. The human resource frame depicts organizations as fami- 
lies concerned primarily with satisfying individual needs as a key to top 
performance. The political frame relinquishes goals and needs in 
favour of the laws of the jungle: scarce resources, competing interests 
and the role of power and conflict in determining both direction and 
outcomes. The symbolic frame sees an organization as a temple where 
meaning, faith, belief and hope dominate, shaped by the hallowed 
intangibles that inspire and draw people together. 

The frames are more than abstract theoretical constructs. They are 
personal lenses that shape how people interpret day-to-day events. 
Based on Bolman and Deal’s Leadership Orientation instrument (1998) 
and field studies, two frames dominate how most people think: struc- 
tural and human resource. Those who favour political and symbolic 
approaches are a distinct minority. In most groups, only one or two 
people score high on the political dimension; it is not uncommon for 
no one to demonstrate significant symbolic leanings. 

In some respects this is not an issue; all the frames are important. 
When the skewed group results become problematic is when we com- 
pare which thinking patterns discriminate between one’s effectiveness 
as a manager or leader. The structural frame dominates management 
effectiveness, with whiffs of human resource and political tilts. Effec- 
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tive leaders, on the other hand, lean heavily towards the political and 
symbolic lenses. These results were confirmed by a panel of experts at 
a Harvard University conference. The unanimous consensus: leader- 
ship is essentially political and inherently symbolic. 

The significance of this is very clear: what today’s organizations need 
most they are not getting enough of. They are often overmanaged and 
underled. Jim Hagar figured out on his own that he had to become 
much more political and symbolic in order to be a successful leader in 
a turbulent environment. Others may need more systematic prodding 
in order to embrace their roles as politicians and poets. The next sec- 
tions lay out the options in more detail. 


Leaders as politicians 


Many people in leadership positions find politics distasteful. Political 
manoeuvring is seen as manipulative, dishonest and destructive. They 
overlook the realistic lessons brought forth by Machiavelli years ago. 
Power and conflict are natural by-products of co-operative activity. An 
effective leader engages the normal pushing and tugging as a full par- 
ticipant in the ongoing contest. Pfeffer (1992) highlights a middle 
ground between ‘muggers’ alley’ and political naiveté. It is in this mid- 
dle zone where an effective leader enters the game, recognizing that 
brawn and battle are unceasing features of life in every organization. 
When William Bulger, former speaker of the Massachusetts legislature, 
was appointed President of the state’s system of higher education he 
convened his first press conference. A reporter asked him, ‘Mr Bulger, 
will you be bringing politics to the university system?’ Bulger paused 
for a minute. The wry smile on his face said it all. The assembled group 
broke into laughter, recognizing that universities are widely known for 
their fractious political contests. 

Richard Nixon once quoted a whimsical observer, ‘those who love 
laws and sausages should not watch either being made ... By the same 
token, we honour leaders for what they achieve, but we prefer to close 
our eyes to the way they achieve it’ (Pfeffer, 1992: 13). Political leader- 
ship requires familiarity with the strategies and tactics of power and 
conflict. From Pfeffer (1992) and Bolman and Deal (2003) some key 
principles can be distilled: 


1. Map the political terrain. Before making any move, one should have a 
solid sense of the political lie of the land. This means knowing the 
existing constellation of allies, opponents and fence-sitters. Special 
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interests and bases of power of individuals and groups should be 
plotted along with a sense of what motivates them to dig in or com- 
promise. Mapping helps the shrewd leader make out subtle 
differences between a clear field and a minefield before taking 
action. 

. Consolidate your power base. Authority is legitimate power allocated 
to a position in the formal chain of command. But there are many 
other sources of informal power that are up for grabs to anyone in 
the pecking order: information, expertise, who you know, control of 
resources, Charisma and coercive force. These other bases of power 
can augment authority. Admiral Rickover, father of the nuclear sub- 
marine, drew on several sources of power to move his agenda 
forward. Had he relied solely on his formal rank, he would probably 
have fallen short. 

. Lay out a clear agenda. Rickover set an ambitious agenda and focused 
everyone's attention on achieving the goal of producing a modern 
fleet of nuclear submarines. A clear sense of where you want to go 
increases the chances that you will get there. Reflecting on his stint 
as a university president, Warren Bennis (1989: 20) reached a fairly 
simple conclusion: ‘It struck me that I was most effective when I 
knew what I wanted’. An agenda articulates a goal and outlines a 
series of steps for achieving the outcome. 

. Move when the time is ripe. Some of history’s most well thought-out 
agendas have fizzled because the timing was not propitious. In pol- 
itics timing is probably ‘not everything’, but it is close. Acting first 
has the advantages of catching people off guard and compelling 
them to fall into line. Alternatively, delay gives the leader more time 
to size up the situation and to do some persuading, cajoling and 
arm-twisting behind the scenes to garner more support. Delay can 
also wear out and disarm opposition. 

. Use information as ammunition. Information is power. Sometimes 
gathering data helps those in leadership positions reach the right 
decision. At other times, facts are used to justify positions based on 
judgement, common sense, intuition or political interests. When 
Condoleezza Rice and Richard Clark testified before Congress on the 
quality of the Bush administration’s pre-9/11 intelligence on Osama 
Bin Laden and Al Qaeda, the two agreed on the facts. But their 
respective interpretations of the evidence were miles apart. In the 
world of politics, putting the right spin on information is just as 
important as its accuracy. 

. Use structure as a political asset. Restructuring is often seen as a struc- 
tural strategy to improve efficiency or effectiveness. Politically, it is 
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a way for a leader to coiisolidate power, reward allies or punish 
opponents. It can also backfire. When the Nixon administration cre- 
ated the National Institute of Education (NIE), the agency’s new 
leadership found a way to isolate unwanted holdovers from the for- 
mer Office of Education. They put them in a remote space with little 
of any importance to do. The group was given an unofficial title — 
‘deadwood’. What the new leadership found out too late was that 
the functionally designated ‘deadwood’ had many long-standing 
friends and allies in Congress. The next fiscal year Congress voted 
NIE’s appropriation at $0. Too often leaders overestimate their 
power and discount the clout of others. Using structure as an asset, 
like all political tactics, requires an accurate appraisal of the political 
terrain. 

7. Befriend opponents. Someone once said, ‘Hold your friends close; 
hold your enemies even closer’. Opponents, like allies, should be 
treated with dignity and respect. Politics revolve around relation- 
ships. It is hard to predict whether who is against you one day will 
become an important ally the next. Ronald Reagan and the late Tip 
O’Neill found themselves on opposing sides of almost every impor- 
tant national issue. But they maintained a friendship which worked 
to the political advantage of both. When a disagreement got partic- 
ularly strained, Reagan reportedly would josh with O’Neill, ‘Tip, you 
and I are political enemies only until 6 o’clock. It’s 4 o’clock now. 
Can we pretend that it’s 6 o’clock?’ 

8. Create arenas to air and resolve conflict. People typically shy away from 
conflict. They avoid it, smooth it over and then strike back behind 
the scenes. The water cooler, parking lot, bathrooms and bars pro- 
vide opportunities for people to hatch conspiracies and strategies for 
getting their own way or getting even. This creates organizational 
‘street fights’ that happen in out of the way places, without rules. 
The object is to inflict out-and-out damage on your adversary. These 
encounters harm an organization and, over time, can create a series 
of armed camps. The alternative is an arena with contenders, rules, 
referees and spectators where conflicts are aired and resolved. Some- 
times the process produces a win-win draw; other times it is 
win-lose with both winners and losers accorded respect. Winners 
glory in the victory: losers look forward to their next chance in the 
ring. As Peck (1987: 71) argues, ‘A community is a place where con- 
flict is handled with dignity and grace without unnecessary physical 
or emotional bloodshed and with wisdom as well as grace’. 

9. What is right is often relative. It is commonly held that ‘managers do 
things right; leaders do the right things’. This overlooks important 
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political tactics of bargaining and compromise. What looks right to 
someone is often viewed differently by others. Knowing when to 
hold and when to bend or fold is an important part of political lead- 
ership. lf Hillary Clinton and Ira Magaziner had compromised on 
their proposal for national health care, the USA might have had 
something rather than nothing to improve that country’s system of 
health care delivery. 


The shortfall of skilled political leadership in today’s organizations 
leaves a legacy of festering grudges and too many things left undone. 
Machiavelli concluded that ‘in politics, whether an action is good or 
evil can only be decided in the light of what it is meant to achieve and 
whether it successfully achieves it’ (Bull: 1995: xx). This implies that 
politics always operates in a context of values. This moves us into the 
symbolic province of the leader as poet. 


Poetic leadership 


Poetry is the language of the heart and soul. Its rhythm, rhyme and 
expressive verse help us to apprehend and appreciate the deeper aspects 
of being human. The symbolic frame introduces us to the allurement 
of symbols. Symbols are important for what they express and represent. 
Throughout history, people puzzling over the mysteries and paradoxes 
of existence create symbols and symbolic activity to give life meaning. 
Woven together, these create a unique culture that bonds individuals 
in a common quest and provides unified direction, faith and hope. All 
human groups and organizations assemble over time a culture built 
around key symbolic elements: history, values and beliefs, heroes and 
heroines, ritual, ceremony and stories. 

Culture, as a concept, was once applied mostly to explain the strange 
ways of foreign tribes. In recent times we have come to realize that all 
social groups and work organizations evolve a unique identity. We are 
also accumulating evidence that a cohesive culture, attuned to the 
existing environment, has an effect on how well an organization per- 
forms. Kotter and Heskett (1992), for example, compared the ten year 
performance of culturally sound businesses with less symbolically 
together counterparts. The strong-culture companies outperformed 
others by a sizeable margin. Collins and Porras (1994), in an even 
longer time period (since 1926), produced similar results. In terms of 
growth, revenue and stock price, their ‘visionary’ companies far out- 
distanced the comparison groups. In a nutshell, it appears that what is 
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often dismissed as cosmetic fluff may be the real stuff of an organiza- 
tion’s attainment. 

Given the evidence it is hard to imagine the short shrift culture 
receives from many people in leadership positions. For whatever reason 
very few stand out as symbolically attuned, even though as Edgar 
Schein (1992: 2) puts it: ‘there is a possibility underemphasized in lead- 
ership research, that the only thing of real importance that leaders do 
is to create and manage culture and that the unique talent of leaders is 
their ability to work with culture’. The inattention to and neglect of the 
symbolic side of contemporary organizations has its costs. Joseph 
Campbell (1978: 89) writes: ‘when the symbols provided by the social 
group no longer work, and the symbols that do work are no longer of 
the group, the individual cracks away, becomes dissociated and disori- 
ented, and we are confronted with what can only be named a 
pathology of the symbol’. That is where too many organizations are 
today. Restoring the symbolic buoyancy is the job of the poetic leader. 
Some principles to guide the noble effort are condensed from Bolman 
and Deal (2003), Deal and Kennedy (1982), and Deal and Peterson 
(199s): 


1. Revisit and renew historical roots. Culture evolves from the epic efforts 
of people struggling to cope with the progression of challenges they 
confront. Lessons they learn are passed to succeeding generations. 
Newcomers and young people are instilled with, among other 
things, what to do, what to cherish, what to shun and what to per- 
petuate at all costs. In many organizations the history is written and 
shared widely. In other organizations, lore is passed along through 
intense acculturation rites. However accomplished, it is essential 
that people know the genesis of their way of life. Only through the 
stories of the past can they embrace and appreciate the present. In 
Florida’s West Palm Beach School District, superintendent Joan 
Kowal convened administrators and grouped them by the decade 
they joined the district. Groups were asked to capture the essence of 
their era and later to share it with the entire administrative team. In 
an hour and a half of stories, skits and songs, the pageantry of the 
past was revived, renewed and rekindled. Frequent trips down mem- 
ory lane keep cultural lore alive. 

2. Convey cultural values and beliefs. Most people want more than a pay 
cheque from their daily labour. They want meaningful work that 
matters. Cultural values articulate what an organization stands for 
and offer employees a higher calling, a belief that they are con- 
tributing something of value. Before Saturn was created, workers at 
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General Motors took little pride in cars coming off the assembly 
line. It showed in the quality of the products. The same workers 
were given an opportunity at Saturn to produce something they 
could be proud of, a car someone would drive and enjoy. When 
southwest Airlines launched their Symbol of Freedom campaign, it 
was directed mainly at company employees with the message: ‘We 
don’t fly just planes, we fly people. And we fly people who could 
never have afforded it before to comfort a dying relative, attend a 
graduation ceremony, hold a new grand child or be present at a bar 
mitzvah. Whatever you do, helps make this possible. That’s what we 
value and makes your work a noble undertaking’. 

. Recognize heroes and heroines. The US Marine Corps rallies around the 
creed ‘Semper Fi’. This abbreviated motto represents a knotty bun- 
dle of important values. But the Marines also realize that words can 
go only so far in anchoring the spirit of the Corps. To ground these 
intangibles, recruits gather around monuments of Medal of Honour 
winners where the stories of their heroic exploits are recounted by 
Drill Instructors. The extraordinary words and deeds of common 
people doing uncommon things signify core values. Heroes and 
heroines are living logos who set an example for others. Some are in 
top positions. Bill Harrah, founder of Harrah’s Casinos, believed that 
details played a vital role in the ambience of the gaming business. 
Whenever he visited one of the company’s properties he would scan 
the ceiling checking for burned-out light bulbs. If he spotted one, he 
would throw a tantrum on the spot. Message: pay attention to 
details. Employees followed his example by keeping a vigilant eye 
on all details, not just light bulbs. Other heroic figures are scattered 
across levels and functions. One of 3M’s legends features an 
employee long ago in the company’s history who had an idea for a 
clear tape that would stick to things. Higher-ups did not think much 
of the idea and ordered the employee to resume his routine duties. 
He persisted and was subsequently fired for insubordination. He 
Showed up for work anyway. The result: Scotch Tape. Later on, 
another employee, remembering the precedent, held steadfast in 
figuring out what to do with a batch of adhesive that would not 
adhere properly. The result: Post-its. 3M places high value on inno- 
vation and recognizes those whose new ideas embody what is 
expected. 

. Convene and encourage rituals. Joseph Campbell (1978: 43) believed 
that ritual gave form to human life ‘not in the way of a mere surface 
arrangement, but in depth’. Ritual is human activity with a deeper 
purpose of connecting us to ourselves, to others and to cultural values 
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that are hard to capture in words. Physicians in hospitals ‘scrub’ for 
seven minutes prior to doing a surgical procedure. Modern germicides 
achieve the same results in 30 seconds. As a ritual, the ‘scrub’ joins the 
surgical team in facing the awesome responsibility of dealing with life 
and death. Prior to a commercial airline flight, the first officer walks 
around the aircraft in a final inspection. Once in a while, they dis- 
cover something amiss. As ritual, it reminds the cockpit crew of their 
moral duty in getting ‘souls aboard’ safely to the destination. Cohe- 
sive cultures see ritual as another avenue for bonding people to each 
other and to important values. The H.B. Fuller Company produces 
commercial adhesives. To do so successfully, the company stresses 
innovation and workplace safety. Every meeting, irrespective of what 
is on the agenda, begins with ‘five minutes for innovation and five 
minutes for safety’. The five minutes can feature anything related to 
reinforcing the respective value. Changing a ritual can damage indi- 
vidual or cultural identity. Removing Latin from the traditional 
liturgy produced some unfavourable consequences for the Catholic 
Church. As Richard Rodriguez writes in Hunger of Memory (1982: 101, 
103), ‘Now I go to mass every Sunday. Old habits persist. But it is an 
English mass | attend, a ritual of words. A ritual that seeks to feed my 
mind and would starve my somewhat metaphorical soul ... I miss the 
old trappings — trappings that disclosed a different reality’. To sym- 
bolic leaders, the alteration of traditional ways is a task approached 
with great caution. 

S. Celebrate key events. From time to time, people need to gather in spe- 
cial events. Some are convened in times of great triumph or 
accomplishment. When the first Saturn automobile rolled off the 
assembly line, executives and employees cheered in loud unison in 
a lavish festival. Celebrations of this kind rev people up and accen- 
tuate the corporate spirit. Others bring people together at moments 
of weighty tragedy or loss. In the aftermath of the Oklahoma bomb- 
ing, Survivors, relatives of victims and concerned citizens joined 
hands and hearts in a memorial of healing. Many occasions trigger 
feelings of both joy and sadness. A marriage is a new beginning with 
old ties left behind. A funeral is a celebration of a life as well as a 
solemn time of grieving and letting go. Organizations need these 
high times to avoid becoming a sterile series of Wednesdays letting 
monotony and apathy take their toll. Taking time to step back and 
create openings for cultural values and beliefs to take centre stage is 
a hallmark of successful enterprises. 

6. Speak in picture words. It is easy in conveying thoughts to draw on 
parochial or technical jargon. While this can provide temporary 
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comfort, it is usually ineffectual in communicating a message. Sym- 
bolic leaders rely on metaphor to connect with their audience and 
make their point. Martin Luther King Jr’s immortal ‘I have a dream’ 
speech sparkled with full-toned phrases: ‘Hew out of the mountain 
of despair a stone of hope’; ‘transform the dangling discords of our 
nation into a beautiful symphony of brotherhood’; ‘every valley 
shall be exalted, every hill and every mountain shall be made low, 
the rough places will be made plain and the crooked places will be 
made straight and the Glory of the Lord shall be revealed and all 
flesh shall see it together.’ These phrases paint mental pictures that 
speak to the heart as well as the mind. 

/. Tell stories. It is said that God created people because he loves stories. 
Stories delight and entertain. But they also carry and instil values 
and morals. They keep the exploits of heroes and heroines alive. The 
late Ronald Reagan was a masterful storyteller. This talent eventually 
won him the enduring title of Great Communicator. Some people in 
leadership positions, like Reagan, are natural storytellers. Others 
have great difficulty leaving the sanctity of facts to become tellers of 
tales. That is one reason why all cultures have storytellers salted 
throughout the ranks. Symbolic leaders encourage weavers of 
colourful narratives, supply them with material and ensure they are 
given ample public opportunities to share their wares. Successful 
organizations are treasure troves of tales: Dave and Bill who 
launched Hewlett-Packard from a garage; Kelleher and Rollins who 
conceived the concept for Southwest Airlines on a bar napkin; Mary 
Kay Ash who built her cosmetic dynasty on a belief that women 
could do anything they put their minds and hearts to. All organiza- 
tions are awash with good stories just waiting to be told. B. Lopez 
sums it up in Crow and Weasel (1998): 


Remember only this one thing 

The stories people tell have a way of taking care of them. 

If stories come to you, care for them. 

Sometimes a person needs a story more than food to stay alive. 
This is why we put stories in each other’s memories. 

This is how people care for themselves. 


Symbolic leaders first find their own spiritual core and then share their 
gifts with others. Over time, the energy creates a contagious spirit that 
breathes joy and meaning into the workplace. ‘It has always been the 
prime function of mythology and rite to supply the symbols that carry 
the human spirit forward, in counteraction to those other constant 
human fantasies that tend to tie it back’ (Campbell, 1978: 11). 
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How can we encourage the leadership we now need? 


Some people argue that leaders are born, not made. If true, we need a bet- 
ter method of identifying those endowed with leadership potential early 
on. But if leaders can be developed, we need new ways of drawing out the 
talents of people able to provide the political and symbolic capital critical 
in today’s environment. Jim Hagar was not a born leader. His leadership 
developed over time in response to challenges he faced. He is a born 
learner, able to glean key lessons from his experience. In order to do so 
successfully he needs a complex array of lenses to capture accurately the 
whirl of activity that surrounds him. Hagar gives credit to the four frames 
in helping him see new opportunities in the enduring hassles of running 
a large organization: ‘The frames helped me capture in bold relief what 
my intuition was trying to tell me. It helped me see my role as a politician 
and trustee of the culture’. But, like many others in key leadership posi- 
tions, Jim Hagar has had to go it alone, learning on the fly. At some point, 
a more formal leadership development programme might have provided 
some helpful support. But interesting programmes, like exemplary politi- 
cal and symbolic leaders, are in short supply. 

Most leadership programmes in the USA actually focus on develop- 
ing management skills. The emphasis on rational—technical approaches 
depicts leadership as pale grey when it is predominantly hot pink. Lit- 
tle attention, especially in university programmes, is given to the 
emotional, expressive aspects of the leader as politician or poet. Depart- 
ing from widely accepted orthodox convention would entail too much 
risk even though leadership itself is a risk-taking endeavour. There are, 
however, notable exceptions. Two — one a US, the other European - 
imaginative ventures illustrate what can be done. 

Years ago, American Medical International’s (AMI’s) executives were 
concerned about the quality of leadership among its hospital adminis- 
trators. Health care in the USA was changing rapidly, creating new 
political and cultural demands in hospitals. The problems were not tech- 
nical; they were caused by ‘softer’ people issues. In response, AMI created 
the Corporate College, a two-week leadership forum for the executive 
directors (EDs) of its hospitals worldwide. The teaching staff included a 
philosopher, a colour psychologist, a human systems expert, a museum 
curator, a noted leadership guru and a corporate culture specialist. The 
two-week experience had a profound effect on the EDs, resulting in 
regional directors’ and top management’s participation in the two-week 
programme. The political energy and cultural sensitivities of those on the 
firing line had to be matched by comparable leadership at middle and 
upper levels. The experiment made a difference. 
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More recently, Liechtenstein Global Trust launched its International 
Leadership Academy. Prince Phillip of Liechtenstein, then chief execu- 
tive officer (CEO) of the banking and financial company, reached a 
conclusion about his worldwide stable of executives: ‘We have good 
managers, but are in dire need of better leaders’ (personal conversation 
with author, 1999). The company purchased and renovated a castle in 
Freudenfels, Switzerland, near Stein am Rhein. Executives, in groups of 
20, spent three weeks at the academy. The faculty included a juggler, a 
mind-mapper, a poet, a painter, a musician, a politician, an aikido 
instructor, a rowing coach and a specialist in symbols and culture. For 
three weeks, the executives juggled, constructed mindmaps, wrote 
poetry, painted, composed music, did aikido and rowed on the Rhein. 
The objective was to get executives out of their comfort zone to the 
emotional and expressive talents. Even though some executives left the 
company for other assignments, Prince Phillip said, ‘I know the Acad- 
emy made a difference and even if people go elsewhere, I know we have 
a lifelong friend’. 

Both these efforts are noble experiments, pushing the boundaries of 
customary ways to develop leadership talent. In order to supply organ- 
izations with the powerful and passionate leaders of today and 
tomorrow, those entrusted with their development are also going to be 
required to step out and take some chances. Otherwise, too many 
potentially great human enterprises will falter and fail, scarred by 
internal warfare or neutered by the absence of sacred symbols. At this 
time in history, we do not need that. 
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Entrepreneurial leadership 





Guilbert C. Hentschke 


This chapter considers: 


1. Why entrepreneurial leadership is not fully embraced within school 
leadership. 

2. Characteristics of entrepreneurs — as self-described and as described 
by others. 

3. Changes in education that foster growth of entrepreneurial activity. 

4. Distinctions between education entrepreneurs in private businesses 
and public schools. 

5. Comparisons between educational entrepreneurs and other facets of 
leaders. 


Introduction and overview 


To be (or act like) an entrepreneur is to see a problem along with a com- 
pelling idea for addressing it and to set about its remedy by creating 
and growing a business. An entrepreneur is thus ‘a person who organ- 
izes and manages an enterprise, especially a business, usually with 
considerable initiative and risk’. (Webster’s Dictionary, in Leisey and 
Lavaroni [2000]). This may sound vaguely exciting, but, unlike other 
facets of educational leadership addressed in this volume, there has 
been no compelling argument why most or even some educational 
leaders should evidence entrepreneurial attributes — until recently. 
Why not? For one reason, school systems in most developed countries 
have favoured other traits in their leaders (e.g., faithful stewardship of 
public resources, procedural compliance, inclusiveness) over entrepre- 
neurial attributes. Most educational leaders simply have not occupied 
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positions requiring (or fostering) those skills and aptitudes. On the con- 
trary, the systems of schooling have required other priorities of their 
leaders, e.g., faithfully discharging system responsibilities, balancing 
competing political demands, upholding professional norms. (Other 
contributors to this volume have thoughtfully characterized those 
kinds of values.) 

For another reason, many educators have been inherently distrustful 
of entrepreneurs and the private (especially for-profit) organizations that 
they have created and grown (Chubb, 2006, p. 203; Wilson, 2006, p. 197; 
Levin, 2006, p. 166). In the extreme, educators’ perceptions of entrepre- 
neurs have bordered on vigorous fear and loathing as portrayed in, for 
example, Molnar, 2001, Engel, 2000 and Boyles, 2000. Beyond their crit- 
icisms of specific practices and firms, these educationists call into 
question the legitimacy of all education businesses, e.g., ° ... in business 
the company is primarily concerned with their own business interests 
and not the best interests of their customers ... [and] will make decisions 
based on their profit and loss statement rather than according to the best 
interests of their students’. (Molnar et al., 2004, p. 4) Critics of these 
changes are increasingly being joined by apologists, Instead of unneces- 
sarily taking sides on the merits of this issue, I, like authors on both sides, 
seek only to acknowledge that this is happening. Both sides agree on one 
thing, that (for better or worse) the largely public school enterprise is tak- 
ing on characteristics of businesses (for-profit and non-profit) and that, 
as a consequence, opportunities are growing for individuals with greater 
proportions of entrepreneurial characteristics than has been the case. 
These broad characterizations have arisen less in reaction to the billions 
of dollars that school districts spend annually on privately-produced sup- 
port functions such as textbooks, instructional programmes, educational 
software, computer hardware, transportation, food service, and con- 
struction. Rather, it is attributable to the engrained belief in American 
schooling: ‘that it is wrong to make a profit running schools’ (Wilson, 
2006, p. 197) coupled with education entrepreneurs ‘recently [taking] a 
radical and therefore controversial turn ... not [just] to support this [edu- 
cation] mission but to carry it out themselves’ (Chubb, 2006, p. 281, 
emphasis added). 

Indeed, we would not be examining entrepreneurial leadership today 
were it not for the fact that increasing numbers of entrepreneurs are 
creating and growing educational businesses that provide core as well 
as supportive educational goods and services. While many of them are 
leading private (non-profit and for-profit) organizations, in our increas- 
ingly market-sensitive economy, public schooling enterprises are now 
also requiring entrepreneurial-like talents and skills. Schools are more 
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like businesses and their leaders are more like business leaders — for 
‘better’ or ‘worse’. Entrepreneurial leadership in education, then, sits at 
the nexus of a relatively old, established topic (entrepreneurial leader- 
ship) applied to a relatively novel setting (compulsory education). This 
‘fit’ of educational entrepreneur in compulsory education systems 
applies at best to only a subset of all possible educational leaders and 
roles, depending on the degree to which the field has evolved to favour 
entrepreneurial skills. Assumptions about the current schooling ‘set- 
ting’ then, are important in considering, and weighing the value of, 
entrepreneurial leadership. 

Arguments on the growth (and value) of entrepreneurial leadership 
in education rest on several of these assumptions. (1) Entrepreneurial 
leadership can be differentiated from other forms of leadership in the 
degree to which some attributes are more evident in entrepreneurs 
than in other leaders. Throughout the chapter | refer to ‘educational 
entrepreneurs’ rather than the redundant ‘entrepreneurial educational 
leaders’. (2) There is a rough, imperfect consensus as to what these 
attributes are. (3) These leadership attributes are descriptive, not nor- 
mative. They are not inherently desirable or undesirable qualities per se. 
(4) While neither ‘good’ nor ‘bad’, leaders with these qualities can be 
more or less effective in different roles and environments. (5) Chang- 
ing roles and environments in education are increasingly favouring 
leaders with entrepreneurial characteristics. (6) These changes create 
new opportunities not only for entrepreneurs to enter the field of edu- 
cation, but also for educators already within education to act more 
entrepreneurially. This form of reasoning presumes that educational 
entrepreneurs are largely ‘born’ and not ‘made’. More accurately, their 
behavior is motivated more fundamentally by personal values and 
traits than by professional norms of educational leadership. 

The overarching view of the value of entrepreneurial leadership in edu- 
cation presented here is supported on a three-legged stool. The first leg 
identifies the personal characteristics that distinguish entrepreneurs from 
other leaders. The second leg identifies changes in the firms and organi- 
zational forms that make up education — both in new, largely private 
enterprises and in traditional public schools —- which entrepreneurs have 
both created and been drawn to. The third leg reflects on the present and 
future impact of increasingly entrepreneurial education organizations, 
seeking to ascertain, as a result, areas of promise and concern. 

Why devote what might be considered disproportionately large 
amounts of attention to education organizations in a chapter (and book) 
devoted to the study of the characteristics of people? |n real life it is 
impossible to separate the characteristics and behaviour of individual 
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entrepreneurs in education from the settings in which they exist. Two 
studies of the entrepreneurial educator illustrate these person-vs-setting 
differences as well as their interdependency: Leisey and Lavaroni’s 
(2000) The Educational Entrepreneur: Making a Difference and The Entre- 
preneurial Educator by Brown and Cornwall (2000). Leisey and Lavaroni 
describe ‘educators who have moved on [from earlier positions in pub- 
lic education] to establish [largely for-profit but also non-profit] 
educational businesses’ (p. 21). They track the business lives of entre- 
preneurs in a wide variety of educational settings, like Jan Davidson, 
founder of Davidson and Associates, creator of Math Blaster, Wayne 
Jennings, founder of Designs for Learning Inc., and Chris Yelich, 
founder of the Association of Educators in Private Practice. Brown and 
Cornwall’s perspective is different. For them, compulsory education 
has become so much more market-oriented that ‘most distinctions 
between the roles of public school, private school, and proprietary 
school leaders will disappear’ (p. 4). The focus of the first book is on the 
aptitudes and behaviours of individuals, the constraints of schooling 
systems, and the opportunities of business development. The second 
focuses on the changes in school systems and the corresponding impli- 
cations for those who lead, or seek to lead, them. They are two sides of 
the same coin. One has to address both perspectives here, because self- 
selection operates, attracting entrepreneurs to entrepreneurial settings. 
Entrepreneurial individuals seek out entrepreneurial settings, and the 
growth of those settings attracts entrepreneurs. Each feeds the other. 


Entrepreneurial leader characteristics — not your typical 
educational leader 


The concept of ‘entrepreneur’ has evolved from its original use in the 
for-profit sector and today is used in education without much clarity of 
concept. First used by Richard Cantillon and later made popular by 
French economist J.B. Say in the early 1800s, ‘entrepreneur’ originally 
referred to ‘merchant wholesalers who bear the risk of reselling agri- 
cultural and manufactured produce’ (Baumol, 1993, p. 12, in Moon, 
[1999]). Later it represented the individual who ‘shifts economic 
resources out of an area of lower and into an area of higher productiv- 
ity and greater yield’ (Drucker, 1985, p. 21, in Moon, [1999}]). The 
entrepreneur is, however, not just an innovator, but one who brings 
that innovation successfully to market (Drucker, 2006, p. vii). Many 
definitions have been posited in the literature, most of which contain 
various combinations of the following attributes: recognizing and act- 
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ing on opportunities, marshalling resources and adding value, taking 
risks, articulating a compelling vision, initiating ventures, and modity- 
ing strategic and tactical plans on a regular basis to adapt to changing 
circumstances. (Kourilsky and Hentschke, 2003, p. 117.) These attrib- 
utes also help to delineate what entrepreneurial leadership is not: 
persons who only give orders or are managers, persons who risk only 
their capital (they are investors), and ‘persons who create in a literary, 
artistic, or dramatic sense, unless the creation is innovative and 
exploited for gain by their own efforts’ (Martin, 1982). At its most gen- 
eral level, entrepreneurship is equated with innovation, which goes 
beyond discovery or invention and includes implementation and/or 
commercialization. (Schumpeter, 1979). 

In the public sector, the principal domain of compulsory education, 
entrepreneurship can represent ‘public enterprise’, a hybrid of public 
and private organizations that is considered to be a more efficient orga- 
nizational form for some government programmes. (Thomas, 1993, p. 
474, in Moon, [1999]). A relatively classical definition would focus on 
people who take unusual personal risks in creating new enterprises that 
address unmet needs and new markets. Many fail at this —- more than 
once. In turn, some of them go on to achieve outstanding growth and 
success. A less disciplined description could ultimately include any one 
in any organization that had any idea for doing anything differently. | 
have tried to err toward the former, more restrictive and distinctive 
descriptions. 

But what set of personal characteristics move individuals to take 
entrepreneurial risks in innovative pursuits? Of what stuff are these 
entrepreneurs made? These questions can actually be asked and 
answered in two different ways. What are the important characteristics 
that entrepreneurs believe they do (and need to) possess? Alternatively, 
what are the important characteristics that social scientists (who study 
entrepreneurs) believe entrepreneurs possess? 

I do not take the position that all education leaders should (nor do) 
have identical attributes, that all attributes are equally valuable in a 
given setting, or that leadership attributes, like personality traits, can 
be acquired at will. Rather, some educators are inherently more entre- 
preneurial than others, but that there are proportionately few in the 
field of compulsory education, where there have been relatively few 
entrepreneurial opportunities and a preponderance of relatively stable, 
secure positions. 

At least three characteristics together describe and to a large extent 
define entrepreneurial leaders. First, they have a unique idea that bor- 
ders on a fixation. It may be a solution to a widespread problem, a way 
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to meet a heretofore large, unmet need, or a significant improvement 
to a widely used product or process. Second, in order to transform their 
idea into reality, they often have to ‘go their own way’ — to do what- 
ever it takes, raise the necessary social and financial capital, etc., to 
create a separate enterprise. Third, they then operate and seek to grow 
the business as the concrete manifestation of their unique idea. 

While this captures core behaviour, entrepreneurs themselves 
embody some leadership skills more than others. One measure of rela- 
tive importance is what entrepreneurial leaders themselves (people 
who create and lead small businesses — not necessarily in education) 
believe to be the most important skills that they and others like them 
possess. Although there is no uniform consensus, certain skills and 
attributes seem to surface repeatedly. We discuss five skill areas that 
superficially apply to all educational leaders, but upon closer examina- 
tion are uniquely, strongly associated with entrepreneurs. 


When entrepreneurial leaders look at themselves 


People who found and lead organizations have opinions about their 
particular set of aptitudes and skills. We draw primarily on the work of 
Eggers and Leahy here as an illustration of the collective perception of 
entrepreneurs. What are the most important in their eyes among a 
wide range of possible aptitudes? No list is definitive, but the attributes 
of educational entrepreneurs compiled by Leisey and Lavaroni (2000), 
themselves two successful educational entrepreneurs who have com- 
piled biographies of educators who left ‘the system’ to create their own 
businesses, opens the bidding for us: ‘tenacious, optimistic, creative, 
courageous, persistent, willing to take risks, resourceful, independent, 
opportunistic, and thoughtful’ (p. 28). Were we to ask these individu- 
als what skills, as opposed to aptitudes, were most important to their 
success, a complementary set emerges. 

Financial management is arguably the most important, and actually 
captures into one bundle several quite distinct skills: developing and 
selling a business plan, raising financial capital, and spending it 
‘wisely’. One entails formulating a coherent, persuasive business plan 
that succinctly captures all of the elements necessary to persuade oth- 
ers to fund her or his venture, to join it, or to buy from it. The second 
requires ‘finding and maintaining adequate financial capital (debt 
and/or equity) for the business, locating appropriate sources of fund- 
ing, securing them and maintaining good relations with the source to 
ensure long-term availability of the funding’. (Eggers and Leahy, 1995) 
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While these (and other) aptitudes may be accurately viewed as tasks, 
they are intended here to convey entrepreneurial aptitudes, i.e., the ori- 
entation of the entrepreneur. The precursor to mastery of tasks is an 
entrepreneurial orientation to the value of these particular tasks. Until 
quite recently these aptitudes (or skills or tasks) would have been 
among the repertoire of only a very few educational leaders. 

The third, somewhat more common, financial aptitude entails 
‘spending wisely’, e.g., maintaining adequate cash reserves through 
anticipating cash needs, controlling spending, collecting receivables, 
and monitoring cash flow. Even.this version of ‘spending wisely’ is not 
required of many educational leaders. Instead, many educational lead- 
ers occupy positions where budgeted line items are appropriated to 
them from an external body, spending is monitored and controlled 
externally, there is no responsibility for collecting receivables of any 
magnitude, and, hence, monitoring cash flow is not relevant. 

The extent to which entrepreneurial leadership is required in an edu- 
cation setting depends, then, in part on the degree to which the leader 
is required to raise capital and exercise extensive discretion in how it is 
spent. lf the entrepreneur is in a for-profit (as opposed to public or non- 
profit) enterprise, the skill levels demanded are even higher. The 
familiarity and use of sector-specific financial concepts and models, for 
example, earnings before interest, taxes, depreciation and amortization 
(EBITDA), balance sheets, or even ‘top-line’ vs. ‘bottom-line’ revenues 
add to the requirements of the entrepreneurial skill set. 

Communication skills are likely to be seen as important for all educa- 
tion leaders, but the founding CEOs interviewed in a recent study 
(Eggers and Leahy, 1995) focused as much on the content as on the 
skills (e.g., large and small group, listening, one-on-one). The most suc- 
cessful CEOs reported the importance of communicating the 
company’s vision, mission, and strategies in a way that inspires under- 
standing and action among employees, customers, and vendors. 
Entrepreneurial leaders, more than most, have to rely on personal per- 
suasion, rather than tradition, existing policies, formal organization, 
and historically shared understandings to move the people in their 
organization. Often, those other structural supports are simply not suf- 
ficient or widely shared. While all leaders need to be good 
communicators, it is more likely to mean the difference between suc- 
cess and failure for an entrepreneur, because so much rides on the 
entrepreneur’s ability to communicate. In the early stages of invention, 
it is often the only asset that the entrepreneur has to call upon. 

Closely related to that particular element of communication is the 
importance CEOs attach to the skills of being able to motivate others 
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(develop their employees inte teams that both understand and support 
the organization’s mission), to have a vision (create and communicate 
a clear direction for their companies), and motivate themselves (a pas- 
sionate commitment to action combined with a competitive attitude of 
‘can do’). These last three may be seen as important for all educational 
leaders, but in the context of undertaking new, untried ventures, 
assuming new risks, and creating wholly new enterprises, even these 
characteristics take on added meaning. New ventures are, by definition, 
smaller than existing organizations, and the founder may be the sole 
visionary and motivator. Private businesses are, on average smaller 
than public organizations, especially early in their life, and the founder 
may be the sole visionary and motivator. While for many leaders the 
abilities to communicate and motivate are ‘important,’ for the entre- 
preneur they are ‘vital.’ 


When social scientists look at entrepreneurial leaders 


Just as we might describe ourselves and our peers in ways which are dis- 
tinct from the way a clinically trained social scientist would describe us, 
so too the most important self-described traits of entrepreneurial lead- 
ers differ from those identified by social scientists who study 
entrepreneurs. | draw here on the work of Hatch and Zweig (2000) to 
illustrate the major characteristics of entrepreneurs identified by social 
scientists. 

Whereas entrepreneurs see their primary aptitude as financial man- 
agement, social scientists see entrepreneurs’ most distinctive aptitudes 
as tolerance for risk. Although it is fashionable to treat tolerance for risk 
as a generalized leadership virtue, entrepreneurs take this to a level not 
common to most educational leaders. Entrepreneurs are willing to 
place their personal economic as well as professional well-being at risk 
to achieve their aims. Business success or failure is much more closely 
associated with personal success or failure. In one study of company 
founders, entrepreneurs raised start-up capital through a variety of 
leveraged personal assets, e.g., by borrowing the limit on their credit 
cards, mortgaging their houses, and borrowing money from family and 
friends. They pledged personal assets to guarantee business loans. This 
is a level of risk tolerance that, until recently, has been uncommon 
among leaders in education. Yet, it is a recurrent theme in the biogra- 
phies of Leisey and Lavaroni’s (2000) entrepreneurial educators, who 
were ‘not afraid to put everything on the line’. 
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Where others see problems, these educators see opportunities. They began 
their businesses with little more than a good idea and a strong determi- 
nation to make the idea work. To finance the establishment of their 
businesses, these individuals withdrew retirement funds; took out second 
mortgages on their houses; spent their children’s educational funds; bor- 
rowed money from banks, relatives, or friends; and employed other forms 
of creative finaucing. Generally, they kept their ‘day jobs’ while testing the 
waters of education entrepreneurism by working on their new business 
ventures in the evenings, weekends, or during summer recesses. After they 
were able to eke out a living from their new ventures, they plunged into 
their businesses full-time, successfully growing them. [p. 29] 


Perhaps more than any other aptitude, entrepreneurs are distinguished 
from other leaders by their willingness (some would say compulsion) 
to take risks from which many of their peers would recoil. But in those 
instances, entrepreneurs tended to discount or rationalize their risky 
behaviour in a variety of ways, including confidence in themselves and 
in the inherent value of their venture, the availability of fall-back posi- 
tions in case of failure, and perhaps even a sense of general 
invulnerability coupled with the support of close friends. 

Closely allied with these levels of risk tolerance is desire for control. 
Entrepreneurs are willing to risk a lot if they believe that they have suf- 
ficient control over the factors that are critical to the success of their 
venture. Desire for control also can originate from other sources, 
including strong personalities, high self-confidence, lack of experience 
in working for anyone but themselves, low tolerance for direction by 
others, etc. Often it is frustration over lack of control that causes entre- 
preneurs to depart secure, highly constrained positions in order to 
jump into the icy waters of new venture creation. In large doses, strong 
desire for control (and the flip side, aversion to highly constrained 
environments) is not entirely compatible with some notions of shared 
decision-making and empowerment so popular in general manage- 
ment and educational leadership literatures. In their intense desire for 
control, perhaps more than in any other way, entrepreneurs are distinct 
from other leaders in education. 

Other characteristics which entrepreneurial leaders appear to have in 
greater than average proportions are ambition (relentless pursuit of suc- 
cess), perseverance (managing through setbacks), and decisiveness 
(making decisions quickly alone or with modest amounts of advice). 
These aptitudes sound moderately attractive for all leaders, but for 
entrepreneurs, they constitute critical survival skills. 

When we look closely at people who have started successful educa- 
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tional enterprises, we see people who evidence this particular bundle of 
aptitudes. A recent study of the stories of charter school founders, for 
example, conforms to the characterizations of entrepreneurs above and 
differentiates them from many other school administrators. (Deal and 
Hentschke, 2004). These entrepreneurs appear to be attracted to found- 
ing charter schools despite the additional work and fewer resources, 
because it gives them a ‘chance to play’ on their own terms. They are 
willing to invest more of themselves in their jobs in part because they 
have both more decisions they have to make, but also more decisions 
they can make. Their enthusiasm, beliefs, and prior experience play a 
more important role in their survival than professional preparation in 
‘educational administration’. (Many don’t have any coursework in tra- 
ditional educational administration programmes.) They are not afraid 
of taking on problems and adversaries in their work, and view their 
roles as ‘a contact sport’. They seek to build consensus, but also realize 
that to achieve their goals they must also engage in ‘tussles’ with oth- 
ers who oppose them. Relentless optimism, unbending ideologies, 
pragmatic approaches and pride are at a premium for these leaders. 

The goal here is not exhaustively to examine all of the complexities 
and characteristics of the entrepreneurial leaders, but to suggest, 
instead, that some aptitudes and personality traits are more character- 
istic of entrepreneurial leaders than they are of other leaders. This applies 
as much to education as to other sectors of society. 


Changes in education that favour (or demand) 
entrepreneurial leadership 


To what extent do the characteristics of entrepreneurs ‘fit’ in the field, 
environment, and work place of most compulsory schooling? Are 
entrepreneurs in education merely misfits who can’t or aren’t willing to 
conform to the ethos of the larger systems of schooling? Do entrepre- 
neurs have to break away from the status quo of their current 
organization in order to carry out their personal vision for schooling? 
Entrepreneurial activity, after all, has been historically associated with 
creating for-profit enterprises, and, until recently, most of compulsory 
schooling has been publicly funded and provided. Educators, even edu- 
cational leaders, don’t typically create new ventures. While it may 
sound desirable, even fashionable, for education leaders to be ‘entre- 
preneurial’, it is more likely the case that entrepreneurial leadership in 
education has value only to the degree that the education sector of 
society provides conditions where entrepreneurial behaviour can flour- 
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ish ie, can be rewarded. Arguably, it is beginning to flourish due to a 
variety of social forces, which have fostered newly legalized forms of 
schooling, which in turn have spawned many new education firms. 

By way of a crude summary of those conditions, a variety of forces are 
increasingly favouring entrepreneurial behaviour in education. This 
summary is drawn primarily from two sources, Kourilsky and 
Hentschke (2003) and Davies and Hentschke (2000). These forces can 
be grouped roughly as demand-increasing and supply-increasing. 
Increased demand for higher quality schooling for more students is 
reflected in widely different venues. Increasing levels of publicly 
expressed dissatisfaction with schooling are driven in part by growing 
private returns (personal benefits) to schooling. Ironically, increased 
dissatisfaction with schooling grows out of the fact that the social and 
economic value of schooling is increasing. One’s schooling (good and 
bad) has more and more influence on one’s life chances, and thus, par- 
ents and children realize that there is now more at stake for them than 
ever before. The shift in government oversight of schooling from com- 
pliance to performance reflects this growing concern with quality over 
quantity. Governments are now less concerned that educators follow 
rules and more concerned that they produce learning in children. 

Governments are also seeking innovative and supply-increasing strate- 
gies, including ways to leverage private non-tax resources into schooling 
to supplement appropriations from tax revenues. Despite the growing 
value of schooling, these governmental bodies, especially states and 
school districts, are less able to provide the necessary increases in school 
funding exclusively from tax revenues. Instead, they cautiously encour- 
age educators to pursue multiple sources of revenue for schooling (i.e., 
through donor dollars, sales dollars, and investment dollars) from other 
organizations and from households. Annual governmental appropria- 
tions by themselves are simply inadequate in the minds of more and 
more educational administrators and policy-makers. 

These and other broad forces have in turn led to enabling legislation, 
in effect legalizing the creation and growth of a number of alternative 
forms of schooling that in turn attract more entrepreneurial leaders. 
Through travelling under a wide variety of labels — e.g., home school- 
ing, charter schools, vouchers, contract schooling, private schooling, 
education tax credits, virtual schooling, and the like — these new forms 
of schooling share two characteristics. First, they legalize and/or subsi- 
dize increased consumer choice and demand in the schooling 
marketplace. Virtually all of these new forms cut into the historically 
protected geographic markets of traditional public providers. Second, 
these new forms foster the growth of provider options, i.e., they reduce 
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the barriers to entry for entrepreneurs who seek to create additional 
schooling options. 

Each of these newer forms of schooling is in various stages of early 
growth. During the 1980s and 1990s home schooling flipped from a pro- 
hibited practice to one that is now legal in all 50 states, and enrolments 
have grown from virtually zero to between 3 and 5 per cent of all stu- 
dents. Charter schools, legalized first in a few states in the early 1990s, 
have grown from zero to over 4000 schools across 40 states and the Dis- 
trict of Columbia, serving more than 1.2 million students. (Charter 
School Facts, from www.edreform.com, accessed 22 March 2008.) Virtual 
schooling, voucher and other choice initiatives, proprietary schools and 
contract schooling through education management organizations have 
all grown from very small numbers over the last several decades. Owing 
to the problems of double counting, it is difficult accurately to assess the 
relative share of compulsory education currently provided by entrepre- 
neurs through these new forms of schooling, except to assert that it is 
growing rapidly albeit from a small base. 

New forces and new forms of legalized and publicly supported school- 
ing have, of course, fostered the growth of many new firms. The most 
easily visible areas are those that have already been mentioned: charter 
schools, contract management schools, proprietary schools, and virtual 
schools (or combinations thereof). Entrepreneurial leaders created, for 
example, 347 new charter schools for the year 2007-08, an 8 per cent 
increase over the previous year. Think of these as education delivery 
firms that have come into existence in the US in recent years. Many 
new education firms are small - one-school businesses, ten-person 
tutoring businesses, two-person professional development businesses — 
created by entrepreneurs like those reported by Leisey and Lavaroni 
(2000) and by Deal and Hentschke (2004). Others include larger, pub- 
licly traded or privately held corporations whose primary mission is 
whole-school operations. Entrepreneurial leaders founded these as 
well, including, for example, Chris Whittle (Edison Schools), Wade 
Dyke (Chancellor Beacon Academies), Gene Eidelman (Mosaica Educa- 
tion), John Huizenga (National Heritage Academies), Jack Klegg (Nobel 
Learning Communities), Elliot Sainer (Aspen Education Group), and 
Mike Feinberg and Dave Levin (KIPP). The firms created by these eight 
entrepreneurs together operate, manage, or provide core education 
services to many hundreds of schools and many hundreds of thou- 
sands of K-12 students. In 2005-6 Edison Schools alone estimated that 
it served more than 330 students in 25 states, the District of Columbia 
and the United Kingdom. 

While some entrepreneurial leaders have created schools, others have 
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created less visible, but equally important niches, including: publishing 
and related (basal, supplementary, and reference): computing and related 
(enterprise resource planning, student information systems, data ware- 
housing, and systems integration); testing and related (testing services, 
test preparation, tutoring); and procurement. The names (brands) of 
some of these firms are more recognizable than others: Kaplan, Sylvan, 
Kumon, Princeton Review, Tutor.com, TutorVision, Harcourt Educational 
Measurement, Pearson Educational Measurement, CTB/McGraw-Hill and 
Riverside Publishing. Others are less well known because of their new- 
ness, small size, or specialized focus, e.g., Best Practice Network, EduTest, 
TestU, Smarthinking, TeachScape, and LessonLab. 

These and hundreds of other education firms have been created by 
entrepreneurial educators whose sense of a problem and opportunity 
resulted in one or more products/services being brought to the educa- 
tional market place. Precise counts are difficult to ascertain. In one recent 
estimate by the Education Industry Association, approximately 15,000 
‘educational learning centers and tutors in private ownership’ currently 
operate in the US. Among these, however, about one half are ‘educa- 
tional consultants’, about one third ‘tutoring’ and the remainder divided 
between ‘educational service business’ and ‘reading improvement 
instruction’. New schools increase the variety of curricular, content, and 
scheduling choices for students and their families. Other businesses bring 
to market innovative instructional materials, assessment and reporting 
services, distance delivery of specialized courses (synchronous and asyn- 
chronous), information management capacities, technological upgrades, 
and professional development programmes. 

Demand for innovation drives the creation of these new services and 
goods and suggests opportunities for especially robust entrepreneurial 
activity in education going forward. For an in-depth discussion of these 
opportunities for educational entrepreneurs, see Hill (2003) Entrepre- 
neurship in K-12 Public Education, in Kourilsky and Walstad (2003) pp. 
65-96. While recent history suggests that there will be in the future an 
even wider variety of new entrepreneurial opportunities, growth will con- 
tinue to depend on corresponding changes in the rules of schooling. Hill 
(2003), for example, suggests that, as laws permit more school aid to fol- 
low children and more schools to make spending decisions, opportunities 
fcr entrepreneurial innovation will grow in the provision of support serv- 
ices, Managing human resources, delivering complete courses, and 
operating whole schools. Does all of this new business creation activity 
lead us to conclude that entrepreneurial leadership is relevant only in cre- 
ating new, private education businesses? Not necessarily. 
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Intrepreneurs — creating more entrepreneurial 
environments in traditional educational settings 


Entrepreneurs are heavily associated with for-profit businesses and new 
business start-ups, because those organizations, on average, offer con- 
ditions which foster entrepreneurial activity. It does not automatically 
follow that all other education organizations are hostile to entrepre- 
neurs or that entrepreneurs cannot thrive in other kinds of 
organizations. In fact, entrepreneurs who exist, act, and thrive inside 
large, nominally bureaucratic organizations are identified as a special 
category of entrepreneurs — ‘intrepreneurs’ (Pinchot, 1985). Indeed, 
one recent study ‘demonstrates that there are many entrepreneurs 
working in public organizations’ (Cagnon, 2001, p. 348. See also, Perl- 
mutter, 1995, Borins, 2000, and Silverstein, 1996). It does suggest 
though, that entrepreneurs (and their behaviours) are not equally fos- 
tered in all organizations. 

Entrepreneur-friendly organizational characteristics, then, are more a 
matter of degree than of kind in education as elsewhere. (This and the 
following arguments are drawn in large part from Brown and Cornwall, 
2000.) When one scans external environments, traditional educational 
organizations focus on threats to their systems. Entrepreneurial organ- 
izations, on the other hand, identify opportunities for innovation, 
growth, and development (defensive vs. offensive posture). Strategy dif- 
ferences reflect these defensive vs. offensive postures. Control systems in 
traditional educational organizations are limited largely to budgets, 
whereas entrepreneurial educational organizations rely additionally on 
business plans and forecasts. The structure of traditional educational 
organizations is characterized by formal lines of authority, centraliza- 
tion, and specialization, in contrast to entrepreneurial organizations 
where staff have incentives to act more pragmatically. Communication 
is limited to formal channels in traditional organizations vs. getting 
information to those who need it when they need it, regardless of the 
formal channels. Perhaps most fundamentally, creativity in traditional 
organizations may be encouraged in classrooms, whereas it is encour- 
aged throughout the more entrepreneurial educational organization. 
Finally, the organizational culture of the traditional organization serves 
to protect the system in which it operates, whereas it serves to foster 
innovation in more entrepreneurial organizations (see, for example, 
Maranto and Maranto, 2006). 

These characterizations are ‘soft’ in that they are difficult to measure 
with any reliability or validity. Any entrepreneurial innovator will likely 
confront problems of innovation both within and outside existing 
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organizations (see Christensen, 1997). Plus, most educational organiza- 
tions aren’t this easily categorized. They fall within the extremes of 
traditional-to-entrepreneurial, and the ‘room’ for entrepreneurial educa- 
tors probably depends as much on local circumstances (e.g., boss, peers) 
as on broad structural differences. Nonetheless, there are at least two, 
tangible, structural features in organizations that seem to foster entre- 
preneurial activity, regardless of type of organization. One is internal to 
the organization, and the other joins the organization to its external 
environment. I call the first revenue centre organization (internal) and the 
second Strategic alliance formation (external). 

Entrepreneurs act more entrepreneurially when they have incentives 
to do so. Many educators receive lump sum appropriations from a higher 
governmental body and then set about the business of ‘giving away’ their 
services free to clients (students, schools, other departments). When they 
do, they work in an organizational cost centre, where they are monitored 
for spending behaviour from above but have no incentives to provide 
what clients actually want. Clients typically get what the cost centre is 
providing, whether they want it or not. The ‘good news’ for the clients is 
that they get it for free. The ‘bad news’ is that it is rarely as useful as it 
might be. Some educational organizations have changed the incentives 
of cost centres by converting them to revenue centres. 

Higher government bodies achieve this by, in effect, diverting their 
appropriations directly to the clients (and away from the providers), 
granting them the rights to purchase (within parameters) the goods and 
services that they value most from a variety of providers. The old cost cen- 
tre reluctantly becomes one of the providers competing for the clients’ 
business. By forcing the old cost centre to earn the client’s business, i.e., 
to become a ‘revenue centre’, the incentives to provide highly valued, 
newly demanded services (innovations) increase significantly. Just as 
clients can now purchase services from other providers, newly converted 
cost-centre providers can invent new services and often are encouraged 
to sell them to new clients. (Conversion from cost-centre to revenue-cen- 
tre status inside an organization is a special version of the historical 
alternatives of hierarchies and markets as ways to organize a business.) 

As discussed earlier, educational organizations are increasingly pur- 
suing new forms of external financial support, but the benefits of such 
activity extend beyond money and what it might buy to include 
human and social, as well as financial, capital. Organizations that seek 
to innovate and grow their overall capacity explore and often create 
inter-organizational strategic alliances to solve problems and innovate on 
a large scale. Alliances form where complementary organizations agree 
voluntarily to an exchange relationship, commingling their resources 
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in a particular way. These exchanges occur only when both organiza- 
tions give up something they value less for something they value more. 
For examples, see Davies and Hentschke (2006). 

Educational organizations with revenue centres and a propensity for 
strategic alliances, all else equal, provide more fertile grounds for entre- 
preneurial educational leaders. Schooling organizations with these 
characteristics, however, don’t, as they say, ‘grow on trees’. They 
require the initiative of entrepreneurial leaders to create those and 
other related changes. As a consequence, some educational organiza- 
tions will grow more entrepreneurial over time, and others won't. 


Entrepreneurial leaders in education — trends in the inter- 
play of personal aptitudes and organizational incentives 


Despite the growth of entrepreneurial organizations in the education 
industry, entrepreneurship remains largely a minuscule, informal, less- 
than-fully recognized part of educational leadership. That is changing 
and not just because individuals with entrepreneurial aptitudes are 
now being attracted into education. The view of entrepreneurial lead- 
ership as an individual trait — ‘slightly mysterious, ... gift, talent, 
inspiration, or “flash of genius”’ — is giving way to entrepreneurial lead- 
ership as a managerial practice that ‘can be organized ... as part of an 
executive’s job’ (Drucker, 2006, pp. vii-viii) - and those practices will 
be increasingly incorporated into educational leadership preparation 
programmes. While the vast majority of “school leadership’ pro- 
grammes still devote little attention to entrepreneurial behaviour, most 
schools of business do and have for decades. With the growing market- 
sensitivity in today’s ‘flat world’, entrepreneurship grows in 
importance for all leaders (Timmons and Spinelli, 2007). That growth 
is accompanied by greater understanding of the complexities and vari- 
ability within the subject of entrepreneurship (Wolcott and Lippitz, 
2007). One way or the other, the curriculum for school executives may 
be expected to change, fostered by two factors. 

First, as the entrepreneurial forces, forms, and firms in education 
continue to emerge and grow, more individuals with entrepreneurial 
aptitudes and interests in providing public goods (‘social entrepre- 
neurs’; see Bornstein [2004] and Kourilsky and Walstad [2003]) will 
consider education as a career option. The licensing barriers to entry 
into educational management as well as organizational barriers to 
entry of educational enterprises will continue to fall - growth will gen- 
erate acceptance which in turn will permit more growth. Second, as 
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more of these entrepreneurs enter education, the skills and behaviours 
associated with entrepreneurial leadership will become more manifest, 
visible, and more highly valued. As a result the discrepancies between 
entrepreneurial behaviour and the behaviour of graduates from tradi- 
tional programmes in educational administration will become more 
apparent. ‘Ed Admin’ or ‘Ed Leadership’ programmes will evolve and/or 
more educational leaders will seek graduate work in schools of busi- 
ness. Both self-selection by entrepreneurs into education and the 
growth of enterprises within education will drive professional develop- 
ment programmes in educational administration toward more 
thorough treatment of entrepreneurial leadership. Somewhere down 
the road, entrepreneurial leadership will be an integral part of the edu- 
cational leadership’s ‘mainstream’. 
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Leadership development in schools 





Peter Earley and Jeff Jones 


This chapter considers: 


. What is meant by leadership development. 

. The content of typical leadership development programmes. 

. How leaders develop and adults learn best. 

. How schools can ‘grow their own’ using their existing internal tal- 
ent pool. 

5. How to develop a leadership for learning culture. 


mewhd re 


Introduction 


There appears to be common agreement that school leaders are criti- 
cally important in achieving successful schools and we are beginning 
to gain a better understanding of how exactly leaders operate to make 
an impact on student outcomes (Day et al., 2007). Yet, little is known 
about the scope and nature of leadership programmes that bring about 
the quality of leadership that leads to sustained school improvement 
and enhanced outcomes. Interest in leadership development in both 
the private and public sectors is certainly not new but there seems to 
be little doubt that the profile of leadership development has risen 
dramatically recently, both in the UK and internationally. 

In England, the surge of interest and growth in standing of leader- 
ship development in education has been reflected in the expansion of 
programmes designed by universities, local authorities, schools and 
others. Furthermore, the formation of the National College for School 
Leadership (NCSL) in England in November 2000, and its remit to 
ensure that current and future school leaders develop the skills, capa- 
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bility and capacity to lead and transform what exists into a world-class 
education system, has had a major impact on the Significance attached 
to leadership development. Since its inception, the NCSL has become 
a very significant part of the educational landscape and a major influ- 
ence, arguably the major influence, on school leadership, management 
and administration in England and beyond’ (Bush, 2004). However, as 
well as providing or commissioning external leadership development 
programmes, the College has also given great emphasis to the role of 
the school in developing leaders. Schools are seen as needing to take a 
more proactive stance to talent development and it is suggested that 
‘we need to become much better at identifying potential leaders and 
finding ways to accelerate their development at the school and local 
system levels’ (NCSL, 2007a: 9). 

The fervent interest in leadership development in education over the 
last few years has been in response to increasing reports of leadership 
shortages and declining numbers of applicants for school leadership 
posts (NCSL, 2007b). The schools sector is not alone in having a lead- 
ership supply crisis — the same is true of other public and private 
organizations globally. The association between leadership succession 
planning and the leadership development of staff is better established 
in commercial contexts (Hirsch, 2000) but fuelling the leadership 
pipeline remains a challenge. In schools, the development of leader- 
ship ability has been linked with strategies such as coaching, 
networking and the distribution of leadership responsibilities. Given 
the imperative to grow future leaders rapidly, pressure has been placed 
upon schools to become more proactive and to put themselves forward 
as training grounds for leadership development. Developing leadership 
talent is an essential part of capacity building to ensure that schools 
have sufficient numbers of high calibre leaders and that leadership 
development is a priority from an early stage in a teacher’s career. 

Leadership development and succession planning are simultane- 
ously challenging and stimulating and the importance of the 
relationship between them is not yet fully appreciated by some in the 
education system. Hartle and Thomas (2003) set out the challenges for 
schools very clearly, while Tranter (2003) indicates the ways in which 
some other organizations set about identifying the leadership potential 
of their employees. 

Some schools have given great attention to their staff development 
processes and procedures and developed ways to grow their own lead- 
ers from within. In this chapter we draw upon relevant literature from 
both the private and public sectors, as well as from a growing body of 
relevant research and writing from the NCSL to examine some of the 


e continents seabed Ark, all DODPPRRWORTeTIOICOnICRRE COE en prets 
ar veneer vereant? 

PUP POnnRRRRreeteaneneter tT n eeetet intr phen bie, RURAL AGEN DEREK MTOOELIE! “RTT TIRE OOS EE 

™ > sabi 


168 The Essentials of School Leadership 


various forms this has taken within schools. We consider both work- 
place — or on-the-job opportunities - and other forms of leadership 
development beyond the place of employment — workshops and off- 
the-job opportunities. We begin however by defining leadership 
development. 


What is leadership development? 


According to Bolden (2005) ‘the issue of leadership development and 
its impact remains highly contentious’. He goes on to emphasize that, 
‘central to the argument about the effectiveness of leadership develop- 
ment is the question of whether or not you can train or develop 
leaders’. It is our contention that you can develop and train people to 
take on leadership roles but there is a need to identify those who are 
perceived to have ‘leadership potential’ and who will therefore benefit 
from such attention. 

Day (2001: 582) defines leadership development succinctly as 
‘expanding the collective capacity of organizational members to 
engage effectively in leadership roles and processes’, whilst Bolam 
(2003), writing about the education sector, proposes that leadership 
development is: 


... an ongoing process of education, training, learning and support activ- 
ities taking place in either external or work-based settings proactively 
engaged in by qualified, professional teachers, headteachers and other 
school leaders aimed primarily at promoting the learning and develop- 
ment of professionally appropriate knowledge, skills and values to help 
school leaders to decide on and implement valued changes in their lead- 
ership and management behaviour so that they can promote high quality 
education for their students more effectively thus achieving an agreed 
balance between individual, school and national needs. 


Leadership development refers to the activities involved in strengthen- 
ing one’s ability to establish clear vision and achievable goals, and to 
motivate others to subscribe to the same vision and goals. Leadership 
development is critical at almost any level in an organization — not just 
the executive or senior level. Importantly, leadership development can 
take place in either external or work-based settings. 

In drawing a distinction between the terms ‘management’ and ‘lead- 
ership’ development, Day (2001) proposes that the latter is ‘oriented 
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towards building capacity in anticipation of unforeseen challenges’. 
Because of its concern with the growth of collective organizational 
capacity, he also regards leadership development as a process involving 
each person within the organization. Commenting on the usefulness of 
Day’s distinction above, Bolden (2007) proposes another distinction, 
that between ‘leader development’ and ‘leadership development’. He 
regards the former as ‘an investment in human capital to enhance 
intrapersonal competence for selected individuals’, whereas the latter is 
‘an investment in social capital to develop interpersonal networks and 
cooperation within organisations. and other social systems’. 

AS a recent review of leadership development by Bush et al. (2008: 
42) notes: 


Much of the research suggests that leadership development should go 
beyond leader development, through programmes and other interven- 
tions, to a wider focus on the school as an organisation. It is concerned 
with the ways in which attitudes are fostered, action empowered, and 
the learning organisation stimulated. 


They go on to state that the term ‘leadership development’ is widely 
used but note that: 


Most NCSL programmes are targeted at individuals and may more accu- 
rately be regarded as ‘leader development’. While preparing middle and 
senior leaders is important, it seems evident that the wider issue of lead- 
ership development for school improvement has been under-represented 
by the College. Team programmes provide for groups of staff and the 
evaluations suggest that, where schools provide fertile learning environ- 
ments, gains can be powerful ... multiple participation provides extra 
school-wide benefits. (Bush et al., 2008: 87) 


Lumby et al. (2004) offer a conceptual model that is particularly help- 
ful when considering leadership development. This model has two axes 
— the horizontal ‘leadership’ continuum from the individual to the col- 
lective, and the vertical ‘leadership development’ axis with a 
continuum from the prescribed (skills and competences) to the emer- 
gent (leadership as a bundle of qualities). If these two are 
superimposed, the quadrants emerge (see Figure 9.1). 

However defined, leadership development is often considered to be 
part of an off-site programme or course away from the workplace. It is 
to such external programmes that we first turn before considering more 
work-based forms of leader and leadership development. The best pro- 
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grammes try to combine the two and benefit from the strengths of 
both workplace and workshop learning. 


Prescribed 


Prescribed and individual Prescribed and collective 


Individual Collective 





Emergent and individual Emergent and collective 


Emergent 


Figure 9.1: A model of leadership development 
Source: Lumby et al., (2004) 


Content of leadership development programmes 


School leadership and management programmes, many of which are 
off-site, invariably cover a number of common elements and these are 
likely to include notions of leadership (including vision, mission and 
transformational leadership); learning and teaching (or learning-cen- 
tred leadership); human resource management and development; 
financial management; and the management of external relations. But 
despite the abundance of off-site leadership development programmes, 
there remains a significant question about their degree of congruence 
with the contemporary needs of schools. In a commercial context, Tay- 
lor et al (2002) argued that, ‘the global changes now occurring demand 
approaches to leadership education that are profoundly different from 
those that have served well in the past’. Their contention is that these 
changes necessitate a reversal of six traditional priorities: 


' From theory to practice 
From part to systems 
» From states and roles to processes 
From knowledge to learning 
From individual knowledge to partnerships 
From detached analysis to reflexive understanding. 
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Figure 9.2 illustrates how this impacts upon programme structure and 
content. 


Key trends From To 

The Programme Prescribed course Study programme and real issues 

Standard Customized 
© Theoretical Theory in context 

The Time-frame One-off event _ ~ Ajourney with ongoing support 

The Mode Lecturing/listening Participatory, interactive and applied 
Conceptual * Experiential and conceptual 

The Focus ® Individuals Individuals within a group, for a purpose 

The Consultant Supplier Partner, co-designer, facilitator, coach 


Figure 9.2 Key trends in leadership development programmes 
Source: Bolden (2007) 


In education, a recent review in the USA of the leadership preparation 
literature (Darling-Hammond et al., 2007) points to a number of 
important features of leadership development programmes, including: 


Research-based content that is aligned with professional standards 
and focused on instruction, organizational development, and 
change management 

Curricular coherence that links goals, learning activities, and assess- 
ments around a set of shared values, beliefs, and knowledge about 
effective organizational practice 

Field-based internships that enable candidates to apply leadership 
knowledge and skills under the guidance of an expert practitioner 
Problem-based learning strategies, such as case methods, action research, 
and projects, that link theory and practice and support reflection 
Cohort structures that enable collaboration, teamwork, and mutual 
support 

Mentoring or coaching that supports modelling, questioning, obser- 
vations of practice, and feedback 

Collaboration between universities and school districts to create 
coherence between training and practice as well as pipelines for 
recruitment, preparation, hiring, and induction. 


The best programmes made good use of the workplace as a site for lead- 
ership learning but how do leaders learn best and develop their skills as 
leaders? 
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How do leaders learn and develop? 


In 2001, the National College for School Leadership set out a national 
framework for leadership development which provides a professional 
development route for the preparation, induction, development and 
regeneration of school leaders. The framework identifies five stages of 
school leadership: 


» Emergent leadership — when a teacher takes on management and 
leadership responsibilities for the first time 
Established leadership -— experienced leaders, e.g. assistant and 
deputy heads, who do not intend to pursue headship 
Entry to leadership — a teacher’s preparation for and induction into 
a senior leadership post in the school 
Advanced leadership — mature school leaders (after 3-4 years in the role) 
Consultant leadership — able and experienced leaders taking on the 
training, mentoring and coaching of other head teachers (NCSL, 
2001). 


Despite not being a linear system, these five stages have encouraged 
members of the profession to think in terms of progression routes for 
teachers aspiring to headship. The establishment of a national frame- 
work has encouraged exploration of new and innovative ideas around 
leadership development, e.g. distributed leadership; leaders as lead 
learners, and collaborative leadership. These five stages and the leader- 
ship development opportunities available within each are outlined 
elsewhere (Bubb and Earley, 2007). 

It makes little sense to discuss ways of developing leaders or stages of 
school leadership without also considering the manner in which lead- 
ers learn. Speck and Knipe (2005) provide an overview of what is 
known about the characteristics of professional development that lead 
to high levels of adult learning. They found that adult learners: 


= will commit to learning when they believe that the objectives are 
realistic and important for their personal and professional needs; 
want to be responsible for their own learning and should therefore 
have some control over the what, who, how, why, when, and where 
of their learning; 
need direct, concrete experiences for applying what they have 
learned to their work; 

* do not automatically transfer learning into daily practice and often 
benefit from coaching and other kinds of follow-up support to sus- 
tain learning; 
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“ need feedback on the results of their efforts; 
= come to the learning process with self-direction and a wide range of 
previous experiences, knowledge, interests, and competencies. 


The Centre for Organisational Research (2001) identified a number of 
principles embodying high-impact leadership development systems or 
approaches that help leadership learning. It found leadership develop- 
ment programmes made use of action and experiential learning to 
make the learning process ‘real’; they encouraged leaders to take 
responsibility for planning and implementing their own learning expe- 
riences to meet their needs; development was encouraged at three 
levels: self, team and organization; they had a core mission statement 
or all-encompassing purpose around which the system and _pro- 
grammes were built, which drives all initiatives and behaviours, is 
aligned with corporate strategy and is clearly communicated to all staff. 
[The Centre also found that effective leadership development pro- 
grammes provided a culture that was supportive of leadership 
development at all levels and they encourage multi-disciplinary expe- 
riences ‘to drive breakthrough thinking and innovation’ (through such 
activities as job rotations, global assignments and development assign- 
ments). They also made use of mentoring to help leaders develop 
leaders and they assessed the development of leaders from a number of 
different perspectives (e.g. peer reviews, review by superior and subor- 
dinates). Finally, they found that high-impact leadership development 
systems or approaches made good use of technology and e-learning. 

McCall (1998) identified 16 different developmental experiences that 
were found to have significant impact on leader development. These are 
shown in Figure 9.3 grouped under four headings: early experiences/ 
assorted; hardship and setbacks; other people; and other events. McCall’s 
list comprises a wide variety of activities, other than formal training pro- 
grammes, capable of impacting on the development of leaders. His work 
also highlights the importance of presenting these leadership develop- 
ment opportunities at an early stage in people’s careers. 

Drawing on research involving managers in companies outside educa- 
tion, Thomson et al. (2001) refer to a range of leadership development 
methods which are perceived to be effective. These methods include: on- 
the-job training and in-house training; coaching and mentoring; the use 
of consultants; formal induction; and job rotation. Similarly, a study by 
Sandler (2002) of around 400 organizations worldwide found that lead- 
ership capability was enhanced using external and internal leadership 
programmes; temporary ‘stretch’ assignments; international assign- 
ments; external consultants; job rotation; demanding assignments to 
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Early experiences/assorted 
Assignments 
» Early work experiences 
First time supervision 
Building something from nothing ‘-fix it/turn it around’ 
Project/task force 
Increase in job scope 


Hardship and setbacks 
" Ideas failure and mistakes 
® Demotions/missed promotions 


® Subordinate performance problem 
* Breaking a rut 
© Personal traumas 


Other people 
» Role models (superiors with exceptional qualities) 
Values playing out (snapshots of senior leadership behaviour that demonstrates 
corporate values) 


Other events 
® Coursework (formal course) 
Purely personal (experiences outside work) 





Figure 9.3 Developmental experiences with impact 
Source: McCall (1998) 


develop management skills; and formal mentoring. There would appear 
to be clear implications from these research findings for school leader- 
ship development, not least the low ranking of formal training. 

High levels of adult learning about school leadership can occur as a 
result of attending an off-site training programme or because of the 
learning opportunities created within the workplace, using a range of the 
above methods. Indeed the best leadership development is that which 
makes use of several in a complementary and reciprocal manner. For 
example, when heads were asked what they perceived to be the single 
most powerful development opportunity of their career in helping to 
forge their understanding of school leadership, both ‘on-the-job’ devel- 
opment opportunities such as working with others, especially a good role 
model, and ‘off-the-job’ development opportunities, such as postgradu- 
ate study, were noted as highly significant (Earley and Weindling, 2004). 
But is enough being done within the workplace to ensure the develop- 
ment of the next generation of school leaders? Are schools increasingly 
taking on this leadership development role and what should they be 
doing to ensure the leadership pipeline does not dry up? 
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Approaches to leadership development: Growing your own 


A growing body of research has shown that certain approaches to 
leadership development have a positive effect on the progression of 
staff professionally. Storey (2004) suggests that most leadership 
development experiences offered in-house can be classified into four 
types: 


I. Learning about leadership and organizations: primarily involves 
classroom and workshop methods to present leadership theory and 
research. 4 

2. Self/team analysis and exploration of leadership styles: a series of meth- 
ods e.g. psychometrics, 360 degree feedback, coaching, to raise awareness 
of self and others and how this impacts upon leadership styles. 

3. Experiential learning and simulation: approaches that emphasize 
the importance of ‘learning by doing’, e.g. action learning, role-play. 

4. lop-level strategy courses: executive development courses designed 
for senior managers, often taking place off-site and associated with 
prestigious business schools and qualifications. 


Hartle (2004) attempted to consider best practice in leadership 
development and apply it to the education sector. He proposed a six-step 
approach that schools can adopt to develop future leaders. The six steps 
are: 


. Create the culture for growth. 

Audit —- where are you now? 

. Define the kind of leaders you want. 

. Identify what talent you have got. 

. Assess how well individuals are doing. 
. Grow your leadership talent. 


The first step - creating a growth culture — underpins the whole process 
and is both ongoing and developmental, but it is the last step — grow- 
ing leadership talent — that we wish to focus on. 

Hartle argues that the experiences that have the most leadership 
development potential are four-fold: on-the-job assignments; working 
with other people; hardships and setbacks; and other experiences such 
as formal developmental programmes and non-work experiences. He 
suggests school-based activities that are relevant to the development of 
leadership talent can be grouped under three headings and include: 


a) Organizational (e.g. rotating leadership roles; chairing working par- 
ties or change initiatives; ‘internship’ exchanges between schools; 
involving all staff in school improvement); 
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b) Interpersonal (e.g. pair staff with more experienced staff to fulfil lead- 
ership roles; encourage potential leaders to lead aspects of school’s work); 
c) Personal (e.g. match tasks to individuals’ ability and experience not 
seniority; invite teachers to work in pairs on a specific CPD outcome, 
encourage staff to identify their needs; provide a termly programme of 
CED): 


Hartle (2004) offers a series of practical actions schools can adopt as 
means of developing leaders - as ways of extending the repertoire of 
development activities in the school so that the cultural norm is an 
expectation of professional growth and challenge (e.g. mentoring- 
coaching, critical friendship, shadowing, project leadership; action 
research; structured reflection, inter-visitation, networking and 
courses, workshops and HE programmes). Organizations need to iden- 
tify those individuals who have potential for senior-level leadership. He 
suggests using a performance/potential matrix to assess talent but there 
is a need to spot it at an early stage and to try and develop it in various 
ways using the means outlined above. 

For decades, the tradition in schools has been for staff to take respon- 
sibility for their own career development and for head teachers and 
governing bodies typically not to appoint from within. In general, 
growth in staff leadership expertise has been to the advantage of the 
next school rather than to the existing one. Some schools, for example, 
became known as ‘breeding grounds for future heads and deputies’. 
Whilst acknowledging this altruistic gesture to the profession as a 
whole, many schools have continued to provide leadership develop- 
ment opportunities for staff to become leaders in other schools. But 
some are asking if it is reasonable to expect increasing investment in 
development that will benefit others? Increasingly however, in times of 
recruitment difficulties, schools (often in collaboration with their local 
authorities and/or university partners) have begun to focus on growing 
their own leaders by providing bespoke development programmes. 

In their research report Growing Tomorrow’s School Leaders: The Chal- 
lenge, Hartle and Thomas (2003) found examples of organizations who 
were attempting to “grow their own leaders’ in a systematic way. They 
had been almost forced to adopt this strategy because of the paucity of 
school leaders. Schools’ vital participation in growing their own lead- 
ers needs to be seen in the context of workforce reform, school culture 
and the growth of system-wide responsibility. 

In Greenhouse Schools (NCSL, 2007c), examples are given of how 
school leaders actively encourage and secure future leadership capacity 
by identifying, nurturing and developing leadership potential in their 
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schools. Despite being based on information from only a few case stud- 
ies, worthwhile approaches did emerge. For example, when asked to 
highlight ways in which their schools identify leadership potential, 
action was taken at two levels - prior to appointment and following 
appointment. 


What schools did prior to appointment What schools did post-appointment 


* Assess the potential of final practice ~ Conduct pre-determined, day-to-day 
students at the school in relation to informal observations of colleagues at 
future opportunities for employment "work: assess how they work with 

= Adopt a policy of wording others and respond to different 
advertisements so that potential situations. 
applicants were aware that they were __@® Attach senior leaders to departments 
being invited to ‘teach and learn at as internal consultants to aid their 
te professional knowledge of leadership 

Focus the recruitment process upon potential. 

specific criteria, one of which was ‘an __® Provide opportunities for teachers to 
ability to learn and share’. try out leadership in the context of, 

® Trawl applications for evidence of for example, a specific project or 
prior leadership experience when task. 
short-listing in order to identify Carry out less formal career chats in 
people who have actually shown addition to performance 
some interest in leadership. management. 


* Monitor classroom practice. 
Observe contributions at meetings. 
Track staff participation in leading 
extra-curricular and voluntary 
activities. 


Figure 9.4 Greenhouse Schools — developing potential 
Source: NCSL (2007c) 


Having identified leadership potential, the case study schools nurtured 
and developed them by: 


* Providing leaders with space to try things out and learn from their 
efforts. 
Offering support but encouraging independence. 
Enabling leaders to operate within a no-blame, yet accountable cul- 
ture of trust and autonomy. 
Offering external professional development opportunities, e.g. Mas- 
ters programmes, outreach work, international visits, NCSL’s 
programmes. 
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ee internal training and development such as: 

» school-based middle management programmes; 
training plans for teachers produced in consultation with line 
managers; 
outstanding teacher programmes. One school offered a twilight 
immersion programme run by staff and offering outreach work 
both locally and abroad; 
in-house leadership courses aimed at those aspiring to either mid- 
dle or senior leadership; 
external consultants supporting in-house leadership programmes 
and self-evaluation; 
induction programmes for new teachers providing basic training 
and the allocation of a mentor; 
formalized opportunities for discussions focused on leadership. 
One school supported these with academic articles or think pieces; 
opportunities to carry out research projects. 

Provide internal role development opportunities such as: 

» funded temporary acting up opportunities; 
other acting up opportunities, e.g. in response to head teacher sec- 
ondment; 
shared leadership opportunities, e.g. the appointment of joint 
post-holders; 
bespoke posts to match specific areas of leadership potential; 
opportunities to participate in working parties. 

Otter coaching and mentoring such as: 

® shadowing postholders; 
constructive feedback on leadership actions; 
pastoral mentorship for new staff members into school or post; 
professional mentorship, usually the line manager, for all staff; 
peer coaching; 
buddy systems to allow teachers to develop leadership skills by 
working with other colleagues. 


A study of the 20 most reputable global companies for leadership (Hay 
Group and CEO Magazine, 2005) revealed important lessons which, 
when applied to a school context, serve as valuable guidelines. They 
noted how important it was to: make leadership development a prior- 
ity and create a culture of leadership; hold leaders throughout the 
school (system) accountable for creating high-performance work cli- 
mates, provide development for intact leadership teams and not just 
individual leaders; focus development for individuals on the things 
that have the greatest impact; start early, make time and ground lead- 
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ership development in the real world; and use objective assessment and 
feedback to focus development in the areas that make the greatest dif- 
ference. The study drew attention to the importance of role profiling 
and the need to consider different leadership roles and the preparation 
that each requires, for example strategic leadership role, hands-on or 
delivery role and the networking role. 


Developing a leadership for. learning culture 


It is imperative that schools should generate their own unique learning 
ethos for both staff and students. Only by doing so can schools hope 
to establish a suitable context for learning and personal growth. In the 
current climate, schools more than ever are expected to build leader- 
ship capacity to support them in managing change and in bringing 
about sustained improvement. The NCSL’s (2002) model of capacity is 
made up of two components: 


the professional learning community, which they define as the per- 
sonal, interpersonal and organizational dimensions of the school: 

» leadership capacity, described as the means for generating the moral 
purpose, shared values, social cohesion and trust. 


The College’s study of greenhouse schools (NCSL, 2007c) suggests that 
the strategies the schools had put into practice to develop leadership 
potential could be transferred. However, their effectiveness or other- 
wise would be dependent upon a school having some or all of the 
following eight factors: 


an understanding of its own context and state of readiness; 
a headteacher with a vision for leadership development; 
a critical mass of those within the school community committed to 
the development of such practices; 
leaders with the capacity to develop and implement appropriate 
strategies; 
* an ethos that encourages and is receptive to innovation; 
trusting relationships; 
a collective sense of responsibility; and 
a willingness to share and learn and consider how external practices 
can transfer to a new context. 


The report goes on to list ten strategies for growing tomorrow's leaders 
and these are shown in Figure 9.5. 
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1. Start at the recruitment and selection stage to identify potential leaders — consider 
how your school’s procedures reflect a focus on leadership and offer candidates 
an opportunity to demonstrate these. 

2. See in-post identification as a mixture of formal and informal processes, and raise 
awareness that everyone is a leader and that culturally developing this is on the 
agenda. 

3. Know what you are looking for in developing leadership potential. Develop clear 
role profiling to aid this. 

4. Offer opportunities for aspiring and developing leaders to take a lead and/or step 
up within the school and learn from this through reflection and feedback. 

5. Provide systems such as buddying, mentoring, coaching, shadowing or team- 
based working to support professional growth. 

6. Provide local solutions in collaboration with others, e.g. schools or external bod- 
ies, or alone, to provide a structured development pathway of leadership 
opportunities. 

7. Promote an ethos that makes a clear statement about investing in the individual. 

8. Develop support structures such as training plan discussions that enable individ- 
ual and team growth. 

9. Look beyond the school for local, national and international opportunities for 
leadership development. 

10.Plan strategically, both within and across individual schools, to allow for the devel- 
opment of internal capacity and succession, whilst at the same time taking into 
account individuals’ career needs and those of the system. 


Figure 9.5 Strategies for growing tomorrow’s leaders 
Source: NCSL (2007c) 


This chapter has been written on the premise that successful schools are 
underpinned by high quality leadership but a leadership that is concerned 
about the development of others as well as themselves. What is less clear is 
how school leaders acquire the key skills and attributes they need in order 
to become highly effective in the role. The literature related to leadership 
development is wide-ranging but it is clear that developing leadership 
potential is crucial for the continuing success of schools and the education 
system as a whole. 

Leadership development opportunities and programmes should be tai- 
lored to fit the shifting needs and contexts of those for whom they are 
designed. Programmes designed to develop leadership capability for indi- 
viduals and teams should be logical and coherent and provide continuity 
for participants in terms of their professional and career development. The 
approaches to leadership development should be personalized and as far as 
possible match the preferred learning styles of participants. An appropriate 
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combination of school-based and externally-provided developmental 
opportunities and experience should be provided. This may mean provid- 
ing individuals not only with leadership development opportunities within 
school but also, for example, ‘offering them the chance to work ina range 
of different contexts — urban, rural, multi-ethnic, large, small — so that they 
emerge as leaders with a breadth of expertise and experience’ (NCSL, 
2007b:). The best leaders develop leadership capacity in themselves as well 
as others, their schools become known as ‘training grounds’ or ‘greenhouse 
schools’ nurturing and spotting talent, developing the next generation of 
school leaders. 


Suggested further reading 


Bubb, S. and Earley, P. (2007) Leading and Managing Continuing Professional 
Developinent. London: Sage. 

Bush, T. (2008) Leadership and Management Development in Education. Lon- 
don: Sage. 

Hartle, Fk. (2004) “Growing tomorrow’s school leaders’, in J. Creasey, P. Smith, 
J. West-Burnham and I. Barnes (eds) Meeting the Challenge: Growing Tomor- 
rows School Leaders: A Practical Guide for School Leaders. Nottingham: 
NGS 

NCSL (2007) Greenhouse Schools, Lessons from Schools that Grow their Own 
Leaders. Nottingham: NCSL. 
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Sustainable leadership 





Andy Hargreaves 


This chapter is a development of my inaugural lecture as the Thomas 
More Brennan Chair of Education, delivered at the Lynch School of 
Education, Boston College, November 2003. 


This chapter considers: 


1. The need for sustainable leadership rather than miraculous leader- 
ship or mere management. 

2. The origins and antecedents of sustainable leadership in the envi- 
ronmental and organizational literature of sustainable development. 

3. The evidence of sustainable and non-sustainable leadership over 

more than three decades of educational change. 

. Key interrelated principles of sustainable leadership. 

5S. The relationship of sustainable leadership to leadership for learning, 
distributed leadership, leadership for social justice and leadership 
succession. 


a 


Introduction 


This chapter is about sustainable leadership. It is about the impact and 
importance of leadership as a process and a system, not as a set of per- 
sonal, trainable and generic competencies and capacities that are 
possessed by individuals. When leadership is assigned to individuals or 
assumed to belong to them as an exclusive or exceptional gift, the poten- 
tial and power of leadership is all too evanescent — it exists only in the 
pockets where charismatic leaders exert their immediate influence, and is 
quick to disappear once they have left. In addressing the idea of sustain- 
able leadership (Hargreaves and Fink, 2003; 2004), this chapter articulates 
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and seeks to activate leadersnip as a process that influences and develops 
things that matter in ways that spread and last for the benefit of all. 


The crisis of leadership 


There is a crisis of leadership throughout our society. This is linked to 
a pervasive collapse of trust in organizations and authority (O’Neill, 
2002) — in the dotcom disaster that was brought about by corporate 
leaders and stock market entrepreneurs misappropriating ordinary peo- 
ple’s pensions and savings (Cassidy, 2003), among political leaders who 
manipulated our fears and lied about the facts, as they sent our young 
men and women to war (Corn, 2003) and even in the sanctuary of reli- 
gious leadership, where breaches of the most basic human and spiritual 
trust have been committed. In a world of corruption, betrayal and play- 
ing to the crowd, where, many of us wonder, have all the lions gone? 

If it is time to restore the credibility of leadership, there is no better 
place to begin than public education. Schools create the generations of 
the future (Durkheim, 1956). It is here we encounter and are influenced 
by our first leaders, and where some of us get our first chance to lead 
ourselves. Yet in education, leadership is also in crisis. Not only is lead- 
ership losing its lustre, it is also losing its people. 

In education, as elsewhere, the existing ‘Boomer’ generation is begin- 
ning to retire. The recruitment and development of leaders in public 
services especially, has become a major concern as this ‘baby boom’ gen- 
eration moves on (Earley et al., 2002). By 2005, 70 per cent of the senior 
managers in the US public service were eligible for retirement, ‘causing 
unique challenges for numerous agencies in maintaining leadership con- 
tinuity, institutional memory and workforce experience’ (Rothwell, 
2001: 6). In education in many countries, after years of top-down 
reforms, many existing leaders are retiring at their first opportunity, cre- 
ating a crisis of ‘recruitment and retention’ (Association of California 
School Administration (ACSA), 2001: 5). In Canada, by 2005, 60 per cent 
of principals and 30 per cent of vice-principals in Ontario were projected 
to retire (Williams, 2001), with the pace and scope of government 
change being one of the factors inducing these early exits. In the USA, 
the National Association of Secondary Principals (NASSP) reported that 
half the school districts they surveyed in 2000 had a shortage of qualified 
candidates for principalship ~ more in challenging rural and urban 
schools than in affluent suburban areas (NASSP, 2001). They attributed 
this failure to attract quality leaders to ‘increased job stress, inadequate 
school funding, balancing school management with instructional lead- 
ership, new curriculum standards, educating an increasingly diverse 
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student population, shouldering responsibility that once belonged at 
home or in the community, and then facing possible termination if their 
schools don’t show instant results’ (NASSP, 2001: 1). In a study my for- 
mer colleagues and I carried out in Ontario, of secondary school teachers’ 
and principals’ responses to imposed and standardized reforms, 85 per 
cent of teachers said that they would be more hesitant to seek promotion 
to leadership positions as a result of these reforms (Hargreaves, 2003). 

Leaders are leaving not just for demographic reasons, or even because 
of the stresses of change, but because leadership itself is also changing. 
My colleagues and I have been examining the experiences of teachers 
and leaders who worked in eight US and Canadian secondary schools 
in the 1970s, 1980s and 1990s (Hargreaves and Goodson, 2004). Across 
all schools, we have found an uncanny similarity in the periodization 
of change — the critical points where schools seemed to undergo pro- 
found shifts of direction. These periodizations included teachers’ 
recollections of their leaders at different points in the histories of their 
schools (Fink and Brayman, 2006). 

Until the mid to late 1970s, in an age of optimism and innovation (what 
Hobsbawn, [1995] calls the ‘Golden Age of History’) of booming demo- 
graphics and a buoyant economy where there was massive state 
investment in Lyndon Johnson’s ‘Great Society’ initiatives, teachers 
remembered their school leaders as larger-than-life characters (in a good 
or bad way), who knew the people in their school, were emotionally 
attached to it and stayed around for many years to see things through. 

Through the 1980s, and into the early 1990s, schools and their leaders 
entered an age of contradiction and complexity where educators tried to rec- 
oncile their social justice-driven missions of the 1960s and 1970s with 
the emerging agenda of standards-based reform. In a world that writers 
were theorizing as being characterized by chaos (Gleick, 1987), complex- 
ity (Wheatley, 1999), paradox (Handy, 1994) and postmodern 
uncertainty (Harvey, 1989), the best school leaders helped to guide their 
teachers through seemingly contradictory reform imperatives (McNeil, 
2000) in ways that maintained their integrity. They somehow got their 
students and teachers to reconcile portfolio-based assessments with stan- 
dardized tests, interdisciplinary initiatives with subject-based standards, 
and elite magnet school initiatives with the inclusion of increasing num- 
bers of students with special needs. They motivated and assisted their 
staff to work through the paradoxes of reform that defined the period by 
building cultures of collaboration and by twisting and channelling the 
reforms to advance their schools’ own purposes. 

From the mid to late 1990s, however, schools and their leaders entered 
another era altogether — an age of globalization and standardization — where, 
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out of the confusion and chaos of postmodernity, a new order began to 
emerge marked by the seeming triumph of economic and cultural global- 
ization, in which a combination of markets and standardization, 
accountability and performance targets, high stakes testing and intensive 
intervention, now defined the heart of almost all reform efforts. A world 
in which life is moving faster (Giddens, 2000), where insecurity is every- 
where (Vail et al., 1999) and where trusted community relationships are 
in rapid decline (O’Neill, 2002), is a world where improvement through 
culture, community and relationships, is being replaced by impersonal 
contracts of market choice, litigation and standardized performance (Har- 
greaves, 2003). In this period, our data show, teachers now view their 
leaders as being more like anonymous managers who have less visibility 
among their staff, seem to be more attached to the system and their own 
careers than the long-term interests of the school, and rarely remain long 
enough to ensure their initiatives will last. The leaders in the project's 
most innovative schools who were the most truly inspirational a few years 
ago are now seen by their staffs as trying to ‘talk up’ imposed reforms in 
ways that ooze insincerity. In this age of globalization and standardiza- 
tion, while leadership can bring about short-term change in raising test 
scores or getting schools out of the failure zone, it is rarely fulfilling its 
capacity to secure sustainable improvement that benefits many schools 
over long periods of time. 

In the light of all this evidence, what we therefore need is not more 
emphasis on just finding the right leaders, or on training them in a set 
of generic competencies, but on building a system, an environment of 
sustainable leadership that leads to long-lasting and widespread 
improvement and success that benefits all students in our schools. 


Sustaining leadership 


Most educational writers trivialize the idea of sustainability. They 
equate it with maintainability - with how to make change last. In tune 
with the deeper ecological origins of the concept, and in line with its 
origins in the Brundtland Commission and the Johannesburg Summit 
on the environment, I define sustainability as a moral and spatial issue 
as well as a temporal one. As Dean Fink and I have argued elsewhere: 
‘Sustainability does not simply mean whether something can last. It 
addresses how particular initiatives can be developed without compro- 
mising the development of others in the surrounding environment, 
now and in the future’ (Hargreaves and Fink, 2003). 

This deep, environmentally influenced approach to sustainability 
suggests a number of different principles that underpin the idea as a 
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lasts 

Spreads 

is socially just 


is resourceful 


promotes diversity and builds capacity 


is activist 
is vigilant 
respects the past 


is patient 





Figure 10.1 Jen principles of sustainable leadership 


concept and a strategy. These are presented as relatively bald state- 
ments here (Figure 10.1) - the detailed evidence and illustration for 
them are documented elsewhere (Hargreaves and Fink, 2003). 


I, Sustainable leadership matters: it creates and preserves 
sustaining learning 


To sustain means to nourish. Sustaining learning is therefore learning 
that matters, that is deep and that lasts. The prime responsibility of all 
educational leaders is to sustain learning. It is this, not delivering the 
curriculum, implementing the government’s or district’s mandates or 
giving a gloss to how the institution appears, that is at the heart of 
what Starratt (2004) calls responsible leadership. 

Not anything or everything needs sustaining or maintaining. There 
is NO point in sustaining learning that is trivial or that disappears once 
it has been tested. Sustainable leadership is first and foremost about 
leadership for learning in this deeper sense (Glickman, 2002) — leader- 
ship that fully understands the nature and process of student learning, 
that engages directly and regularly with learning and teaching in class- 
rooms and that promotes learning among other adults in order to find 
continuing ways to improve the learning of students. Sustainable lead- 
ership captures, develops and retains deep pools of leaders of learning 
in all systems and our schools. 
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In the area of literacy, foi example, sustainable leadership does not 
improve literacy standards by thinking first about how to improve liter- 
acy test scores. Schools and systems that feel pressed to make annual 
literacy test gains (as in the Adequate Yearly Progress of requirements of 
the US’s No Child Left Behind legislation, or in the yearly targets set by 
the UK government’s National Literacy and Numeracy Strategy), by pre- 
testing students then applying intensive coaching to a percentile that falls 
just below the pass mark, are not creating sustainable improvement that 
matters. They are concentrating calculatively on the measured results 
instead of on the learning that the results are supposed to measure. Sus- 
tainable leadership, however, improves literacy scores by concentrating 
on the deep needs for literacy learning for all students — even those with 
little chance of getting above the pass mark in the first year. 

Sustainable improvement is not a grindingly monotonous gradient 
of annual increments. Real learners have curves. Learning is not instant 
or steady and does not always immediately show. If we care about sus- 
tainable leadership and sustainable improvement, leaders must have 
the courage to stand together and say that the prevalence of short-term 
literacy targets in places like England and Ontario, Canada and the 
Adequate Yearly Progress demands of No Child Left Behind are funda- 
mentally unworkable and unsound. 


2. Sustainable leadership lasts: it secures enduring success over 
time 

Sustainability preserves and advances the most valuable aspects of life over 
time. Sustainable improvements continue year upon year, from one leader 
to the next. They are not fleeting changes that depend on exemplary lead- 
ers’ efforts and that disappear when leaders have left. Sustainable 
leadership does not reside in charismatic individuals. It spreads beyond 
individuals in chains of influence that connect the actions of leaders to 
their predecessors and successors. Sustainable leadership makes leadership 
succession central to continuing school improvement. 

Sustainable improvement that matters and lasts depends on under- 
standing and managing this process of leading over time. Quick fix 
changes to turn around failing schools often exhaust teachers or their 
principals/heads so the improvement efforts cannot be sustained over 
time. The head's success in a turnaround school may lead to his or her 
own rapid promotion, then regression among teachers who feel aban- 
doned by their leader or relieved when the pressure is off. Sustainable 
improvement and the contribution of leaders to it must be measured 
over many years, not just one or two. What legacy do heads leave on 
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their departure? What capacities have they created among students, 
community and staff that will live beyond them? How can and should 
others build on what has been achieved? These questions of leadership 
over time, are the central questions of leadership succession. 

Leadership succession challenges leaders to think about whom they 
have succeeded, what were their achievements, what business they left 
unfinished, and where they have fallen short. These are challenges of 
deciding what to continue and what to change, of recognizing the lega- 
cies that have to be honoured and the work that has yet to be done. 
Leadership succession also challenges leaders to consider how the 
improvements they have guided or have yet to initiate will live on after 
their promotion, retirement or death. 

This is hard for there is a dark corner in the soul of most leaders that 
secretly wants their own brilliance never to be surpassed, that hopes their 
successors will be a little less excellent, a little less loved than themselves 
(Saltzberger-Wittenberg et al., 1983). Leaders often fear those who may 
be creeping up on them from behind. Moral leadership does not deny 
these feelings, but rises above them for the good of others. Coming to 
grips with leadership succession means moving beyond leaders’ darkest 
desires for, and delusions of, indispensability, in order to help build suc- 
cess that endures long after the individual leader has left. 

Leaders and their systems typically put all their energy into what Eti- 
enne Wenger calls inbound knowledge — the knowledge needed to change 
an institution, improve it, make one’s mark on it, turn it around 
(Wenger, 1998). Little or no attention is devoted to outbound knowledge - 
the knowledge needed to preserve past successes, or keep initiatives 
going once the originating leader has left. The moment leaders get new 
appointments, they immediately start to focus on their new institution, 
their next challenge, or on how to ensure their present achievements live 
on after their departure. The time to think about leadership succession is 
when leaders start their leadership, not when they draw it to a close. 

Few people are more aware of the impact of leadership succession than 
the teachers who experience processions of leaders coming through their 
school. For most members of the organization, a leadership succession 
event is often an emotionally charged one surrounded with feelings of 
expectation, apprehension, abandonment, loss, relief or even fear. There 
may be grieving for well-loved leaders who have retired or died, feelings of 
abandonment regarding leaders who are being promoted and moving on, 
or relief when teachers are finally rid of principals who are self-serving, 
controlling or incompetent. Incoming principals may be viewed as threats 
to a comfortable school culture, or as saviours of ones that are toxic. What- 
ever the response, leadership succession events are rarely treated with 
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indifference — they are crucial to the ongoing success of the school. 

In many schools, however, leadership succession is not an episodic 
event or an unexpected exception. It is a regular and recurring part of the 
life of the school — especially in urban environments where leadership 
turnover rates are often disturbingly high. In these circumstances, teach- 
ers sometimes develop long-term responses to the repeated and 
predictable process of succession in general, as well as to specific 
moments of leadership succession in particular. For these teachers, suc- 
cession feels more like a procession (MacMillan, 2000). Succession fatigue 
may lead them to develop cynicism towards change efforts, devise strate- 
gies to wait their leaders out, exploit changes of direction for their own 
ends or become determined to survive a poor leader in the almost certain 
hope that a better one will soon follow. Like a death or divorce, a school 
closure or the end of a school year, leadership succession is a kind of 
‘ending’, and how well organizations manage these endings is a test of 
their culture and their character, of their capacity to celebrate past and 
shared achievements, to grieve for the loss they are experiencing and to 
wish people well who are moving on (Saltzberger-Wittenberg et al., 
1983). The treatment or mistreatment of a departing leader speaks vol- 
umes about the strength or weaknesses of the group that is left behind. 

A key idea that can help us understand what is involved in trying to 
develop an ethical and well-managed process of leadership succession 
is whether the succession is planned or unplanned and if it promotes 
continuity or discontinuity. The interrelationship of these dimensions 
produces four possible scenarios (Figure 10.2). 

Planned continuity occurs when the assignment of a new leader to a 
school reflects a well-thought-out succession plan and is intended to 
sustain, successfully does sustain and builds further on the general 
directions and goals of his or her predecessor. Sustained school 
improvement over long periods and across multiple leaders depends on 
carefully planned, staged, developmental continuity. In our research of 
Change over time?, the planned continuity of leadership to sustain and 
extend existing improvement by grooming internal successors, for 
example, seems to be the least common succession pattern. 

Planned discontinuity occurs when a leader is appointed according to a 
well-conceived plan which expects, intends and is successful in ensuring 
that the leader will move the school in directions that are substantially 
different from those of his or her predecessor. New leaders assigned to 
‘turn around’ a failing school, to give a jolt to a ‘cruising’ school (Stoll 
and Fink, 1996), to implement a ‘top-down’ reform agenda or to stand 
up to the union all fit this category. Our evidence of studying leadership 
successions Over three decades is that leaders pursuing an agenda of 
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planned discontinuity need to remain in position for at least five-seven 
years in a larger school if their improvement efforts are to stick. Yet most 
depart prematurely, leaving changes in their wake that collapse within 
months of their exit. The consequence is a paradoxical mix of unplanned 
continuity and discontinuity: discontinuity with the achievements and 
improvements of a newly appointed leader’s immediate predecessor, and 
continuity with (or regression to) the more mediocre state of affairs pre- 
ceding that predecessor’s tenure. 





Continuity Discontinuity 






Planned 






Planned continuity Planned discontinuity 







(purposeful) 





Unplanned Unplanned continuity Unplanned discontinuity 





(accidental/ unintentional) 


Figure 10.2 Planning and continuity 


In today’s accelerating carousel of leadership rotation where more 
and more schoo] leaders go round and round while the schools just go 
up and down, successful leaders are repeatedly lifted suddenly and pre- 
maturely out of the saddle of the school they are improving, in order 
to mount a rescue act in a school facing a crisis or a challenge else- 
where. Making succession plans an internal and required part of all 
school improvement plans would be one way to counter this trend. So 
too would keeping leaders in schools longer when planned discontinu- 
ity is being achieved. But if outbound knowledge is to be used more 
effectively, successful successions will need more than better planning, 
longer tenures or grooming of good successors. They will require dis- 
tributing leadership throughout the school’s professional community, 
building a strong culture of many leaders so they can carry the torch 
once the official leader has gone and soften the blow of succession 
(Spillane and Halverson, 2001). 


3. Sustainable leadership spreads: it sustains the leadership of 
others 


In a complex, fast-paced world, leadership cannot rest on the shoulders 
of the few. No one leader, institution or nation can micro-manage or 
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control everything without help. The burden is too great. In Witi [hi- 
maera’s novel Whale Rider, about an adolescent Maori girl who 
becomes the unexpected daughter (not the anticipated son) who will 
lead her people, the protagonist gathers her people to turn beached 
whales back to the ocean, challenging her patriarchal elders to under- 
stand that one lone leader cannot do it all, that the leader just gets too 
tired if he takes everything on himself. 

In highly complex, knowledge-based organizations, everyone's intelli- 
gence is needed to help the organization to flex, respond, regroup and 
retool in the face of unpredictable and sometimes overwhelming 
demands. Locking intelligence up in the individual leader creates inflex- 
ibility and increases the likelihood of mistakes and errors. But when we 
draw on what Brown and Lauder (2001) call ‘collective intelligence’ that 
is infinite rather than fixed, multifaceted rather than singular and that 
belongs to everyone, not just a few, the capacity for learning and 
improvement is magnified many times over. For these reasons, more and 
more efforts are being made to replace individual leaders with more dis- 
tributed or distributive leadership (Spillane and Halverson, 2001). 

In his book, Complications, Harvard medical resident Atul Gawande 
(2003) describes studies conducted by the Harvard Business School of 
surgeons learning to master the micro-technology of new heart surgery. 
The Harvard researchers identified the highest- and lowest-performing 
teams undergoing this vast learning curve and then went to observe 
them. The lowest-performing team had one of the most technically 
well qualified doctors as its leader, but he could not share his uncer- 
tainties or discuss mistakes with his colleagues; his team changed 
considerably between operations and these were often spaced apart at 
wide intervals so that surgeons forgot what they had learned. The high- 
est-performing team, meanwhile, had a younger doctor as its leader 
who secured shared commitment to and open discussions about the 
surgery, kept his team together for the first 13 operations, and ensured 
that only short intervals separated them. 

In medicine, successful teamwork, open discussion and distributed 
leadership are literally matters of life and death. In these professional 
learning communities, professionals examine the evidence of science 
and experience together to improve practice. Professional learning 
communities also have profound effects in education, where strong 
communities with distributed leadership yield higher standards in stu- 
dents’ learning (Louis and Kruse, 1995; Newmann and Wehlage, 1995). 

Distributed leadership is not delegated leadership. It is a sophisti- 
cated web of interrelationships and connections. Distributed leadership 
does not remove the need for strong individuals. However, these are 
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not charismatic leaders who lead by mystical powers that are attributed 
to them, but inspirational leaders who get others to believe in what they 
can achieve themselves. The promise of sustainable success in educa- 
tion lies in creating cultures of distributed leadership throughout the 
school community, not in training and developing a tiny leadership 
elite. In the contextual realities of high expectations, rapid change and 
a youthful profession in the first decades of the twenty-first century, 
teachers cannot be the mere targets of other people’s leadership, but 
must see themselves as being, and be encouraged to be, leaders of class- 
rooms and of colleagues from the moment they commence their 
careers. Leadership today must be a shared responsibility which creates 
a culture of initiative and opportunity, in which teachers of all kinds 
propose new directions, start innovations, and perhaps even challenge 
and create difficulties for the formal leaders of their institutions in the 
interests of the common good. In its fullest development, such distrib- 
uted leadership extends beyond the staff to the students and the 
parents who all take responsibility for sustainable improvement. 


4. Sustainable leadership is socially just 


It does not merely concentrate improvements in small pockets of inno- 
vation. Sustainable leadership benefits all students and schools, not 
just a few. It does not concentrate all hope and energy in a small num- 
ber of charismatic individuals and their innovative schools, who draw 
disproportionate support, attention and quality staffing at the expense 
of other schools around them (Fink, 2000). Sustainable leadership is 
sensitive to how lighthouse schools and their leaders can leave others 
in the shadows, and how privileged communities can be tempted to 
skim tne cream off the leadership pool. Succession is therefore an inter- 
connected process, weaving schools together by accident or design in 
webs of mutual influence. In this respect, sustainability and succession 
are very much tied up with issues of social justice. 

Competitive systems of market-based parental choice of school in 
relation to charter schools, magnet schools and specialist schools pres- 
ent massive threats to the social justice aspect of sustainable 
improvement and leadership. One school site in the study of Change 
over time? is a magnet school, developed in the late 1980s to stem the 
tide of white and bright flight out of the city. The school and its prin- 
cipal were successful. According to US News, it became one of the top 
150 high schools in the USA. When the Individuals with Disabilities in 
Education Act was introduced, however, the school was required to 
take its quota of such students, which threatened to depress its new- 
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found status. Over time, it then applied to teach the International Bac- 
calaureate to raise its status again. Was this successful leadership? 
Among the dominant group of elite students, their parents and teach- 
ers, these initiatives were an unqualified success. But special education 
students and their teachers were pushed to the sidelines and if these 
teachers complained, the principal quickly reassigned them to the most 
undesirable classrooms on the edge of the school. Meanwhile, the 
school close by, that had once been the ‘Jewel of the District’, now 
became the ‘Special Education Magnet’ (as it ironically termed itself) 
with low attendance, high violence problems, and a standardized cur- 
riculum that robbed teachers of their social mission and professional 
autonomy (Baker and Foote, 2006). In concentrating excellence in spe- 
cialized pockets and trying to halt suburban flight, the district created 
nothing less than an apartheid of school improvement, with high stan- 
dards, authentic learning and flexible teaching for some schools, and 
soulless standardization for the rest (Hargreaves, 2003). 

Sustainability is therefore not only about maintainability of initia- 
tives in one’s own school. It is about being responsible to the schools 
and the students that one’s own actions affect in the wider environ- 
ment. Sustainability means more than me and my school. It is 
ultimately and inextricably also about social justice. 

The social justice challenges to sustainable leadership are soluble; but 
they mean breaking the assumption of the necessary bond between 
one child and one school. England, for example, now has over 1000 
specialist secondary schools and soon these will comprise a majority — 
every school having its own specialist emphasis in sports, technology, 
arts or the environment for example. For some communities, niche 
marketing is a way for schools to hunt for the best students, with sec- 
ondary schools in poorer communities being left with less academic 
emphases among students who have not been chosen elsewhere. 

But in Knowsley Education Authority near Liverpool, specialist schools 
are not being established in isolation, in competitive relationships to 
each other, but in interrelated and networked centres of learning. So 
while students might be based in one school, they will have access to the 
other varied learning resources across the district, developed in a collab- 
orative and complementary way to enhance the learning power of all 
students and of all the institutions that can support them. Such net- 
worked learning communities, being encouraged on a more national 
scale by Britain’s National College for School Leadership, are one of the 
most powerful ideas for using choice and diversity to undermine elitist 
competition and to bring about social justice. 
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5. Sustainable leadership is resourceful: it develops rather than 
depletes human and material resources 


Sustainable leadership provides intrinsic rewards and extrinsic incentives 
that attract and retain the best and brightest of the leadership pool; and 
it provides time and opportunity for leaders to network, learn from and 
Support each other, as well as coach and mentor their successors. Sus- 
tainable leadership is thrifty without being cheap. It carefully husbands 
its resources in developing the talents of all its educators. 

In North America, reform demands, resource depletion and a resulting 
rush to retirement have created rapid turnover in school leaders and their 
assistants along with devastating reductions in the numbers of middle- 
level leaders such as department heads. In addition, school district support 
from consultants, assistant superintendents and other officials has been 
dramatically downsized, leaving principals feeling overwhelmed and 
alone. Cultures of supervision and personal support for school leaders have 
been replaced by impersonal contracts of test-based accountability. 

Sustainable leadership systems know how to take care of their lead- 
ers and how to get leaders to take care of themselves (Loader, 1997). 
Powerful as they might seem, educational leaders are also emotionally 
vulnerable and exhaustible (Ackerman and Ostrowski-Maslin, 2002). 
Leadership that drains its leaders dry through multiple demands, over- 
work or excessive expectations is not leadership that will last. The 
emotional health of leaders is a scarce environmental resource. Sus- 
tainable leadership therefore thinks not only of the short-term needs of 
the system, but also cares for leaders’ personal and professional selves 
(Beatty, 2002). Otherwise it brings about short-term gains by mortgag- 
ing the entire future of leadership. 


6. Sustainable leadership develops environmental diversity and 
capacity 
Promoters of sustainability cultivate and re-create an educational envi- 
ronment or ecosystem that has the capacity to stimulate ongoing 
improvement on a broad front. They enable people to adapt to and 
prosper in their increasingly complex environment. Standardized sci- 
entific efficiency is the enemy of healthy and creative diversity. It 
produces overly simple systems that are too specialized to allow the 
learning and cross-fertilization that is necessary for healthy develop- 
ment. Standardized reform has destroyed this diversity and threatened 
people’s capacity to maintain improvement over time. 

Sustainable leadership therefore recognizes and cultivates many 
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kinds of excellence in learning, teaching and leading, and provides the 
networks for these different kinds of excellence to be shared in cross- 
fertilizing processes of improvement, rather than imposing 
standardized leadership templates on everyone. Professional learning 
communities and networked learning communities are the flesh and 
bones of environmental diversity and capacity because they value dif- 
ferent ways of learning and create the interactions and relationships for 
sharing them. 


7. Sustainable leadership is activist: it engages assertively with 
its environment 


In the face of standardized reform, innovative schools tend to lose a lot 
of their edge. But the most resilient schools do not just react to exter- 
nal and unwanted pressures; they engage assertively with their 
environment. Such activist leadership influences the environment that 
influences it by activating personal and professional networks, forging 
strategic alliances with the community, influencing the media by writ- 
ing articles for newspapers, appearing on radio and television 
programmes and even protesting openly against misconceived policies. 
Activist leaders are maverick leaders. It is when the environment is 
most unhelpful, that sustainable leadership most needs to have an 
activist dimension. 


8. Sustainable leadership is vigilant: it monitors the environ- 
ment to check it is staying healthy and not beginning to decline 


In the nineteenth century, miners would enter coalmines with little 
awareness of whether they were being gassed or not. Methane had no 
odour, it did not advertize its presence, and miners’ robust bodies could 
absorb its toxic effects long enough for it to be too late to turn around 
and escape. So miners took tiny canaries, and then rudimentary lamps 
invented by Humphrey Davy, down to the coalface, as sensitive devices 
that would give early warning signs of environmental deterioration and 
danger. Nowadays we look for signs of deterioration in our wider envi- 
ronment by monitoring population changes among sensitive species 
such as whales or frogs. While we can sometimes see the smoke and 
grime that is choking us, modern pollutants more usually work as invis- 
ible, silent killers. So in any environment, we need data, instruments and 
measurements to check if things are worsening, before it’s too late. 
Schools and school systems too can become toxic environments of 
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wasted and seemingly disposable human potential (Bauman, 2004). 
Sometimes the evidence is there for all to see — in crime, disorder, absen- 
teeism, lack of learning and loss of hope. But often the effects are more 
subtle and, like a frog in a bowl of increasingly heated water, as condi- 
tions deteriorate, people might not only be unaware of the deterioration 
but may even find it deceptively more comfortable. Results might 
improve, but only because of a few high achievers; teachers in a seem- 
ingly successful school might be coasting comfortably along while their 
motivated middle-class students jump through the examination hoops 
by themselves; governments might get rapid increases in test scores 
through heavy-handed reform measures, but motivation to stay in teach- 
ing or take up leadership roles might start to decline as a consequence. 

Sustainable schools and leaders therefore collect and review extensive 
and multiple sources of evidence and data to check they are remaining 
healthy and not heading into decline, especially among their most vul- 
nerable schools and student populations. Many kinds of data matter — 
test scores, achievement results, attendance and suspension figures, as 
well as data on student satisfaction and engagement and teacher recruit- 
ment, retention, motivation and morale. What is important is that such 
data are used not for marketing appearances or for appeasement of pub- 
lic opinion, but to ensure preservation and improvement of the overall 
learning environment. Sustainable leaders are vigilant leaders. They reg- 
ularly look at data to watch for the early signs of danger. 


9, Sustainable leadership respects and builds on the past in its 
quest to create a better future 


Most educational change-theory and practice have no place for the 
past. The arrow of change moves only in a forward direction. The past 
is a problem to be ignored or overcome in the rush to get closer to the 
future (Hargreaves and Goodson, 2006). For those who are attracted, 
even addicted, to change, the past is a repository of regressive and irra- 
tional resistance to change among those who like to stay where they 
are and are emotionally unable to ‘let go’ of old habits, attachments 
and beliefs. Even worse, for other change theorists and advocates, the 
past is a pejorative, dim and dark age of weak or bad practice, little 
more than a trail of tears. For them, the past leaves only negative lega- 
cies of regimented factory models of schooling, or unaccountable, 
‘uninformed professionalism’ in teaching (Fullan, 2003). 

When change has only a present or future tense it becomes the 
antithesis of sustainability. Sustainable development respects, protects, 
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preserves and renews all that is valuable in the past, and learns from it 
in order to build a better future. Ancient environments, endangered 
species, cultural traditions and indigenous knowledge are defended and 
preserved not just out of sentimentality, nor even because they are 
valuable in themselves, but also because they are a powerful source of 
learning and improvement - as in the contributions of indigenous 
knowledge to medical science, for example. 

Change-theory must get in touch with its past - as a minority of its 
practitioners have already done (Louis and Miles, 1990; Sarason, 1971). 
It must see teacher resistance and nostalgia among more mature mem- 
bers of the profession, not just as obstacles to change but as sources of 
wisdom and learning that can inform it (Goodson et al., 2006). It must 
work hard to build proposals for change upon legacies of the past rather 
than trying to ignore or obliterate it —- as in the efforts to resurrect cre- 
ativity in English primary schools after years of standardization. 
Whenever changes are being considered, sustainable leadership should 
look to the past for precedents that can be reinvented and refined, and 
for evidence of what has succeeded or failed before. So in England, for 
instance, the development of networked learning communities among 
teachers might be productively informed by revisiting and reviewing the 
impact of teachers’ centres, or of professional networks among locally 
developed Schools Council projects in the 1970s, or of the effectiveness 
of consortia of local education authorities involved in technical and 
vocational education and alternative forms of assessment in the 1980s. 

Sustainable leadership and improvement is about the future and 
about the past. It does not treat people’s knowledge, experience and 
careers as disposable waste but as valuable renewable resources. While 
it should never blindly endorse the past, sustainable leadership should 
always honour and learn from it. 


10. Sustainable leadership is patient: it defers gratification 
instead of seeking instant results 


Sustainable leadership is patient and persevering. It invests in improve- 
ment but does not expect or insist upon instant success. Student 
achievement used to be seen as a product of delayed gratification — of a 
willingness to study hard and endure financial hardship, to resist the 
momentary temptations and distractions of adolescence, in order to 
secure greater rewards in years to come. Sustainable school improvement 
also depends on habits of mind that are not impatient for rapid results. 

Yet we no longer live in a world that values patience and perma- 
nence. Ours is, instead, a disposable society. 
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No thing in the world is bound to last, let alone forever. Today’s useful and 
indispensable objects ... are tomorrow’s waste. Nothing is truly necessary, 
no thing is irreplaceable. Everything is born with a branding of imminent 
death — everything leaves the production line with a ‘use-by’ date attached 
... No step and no chance is once and for all, none is irrevocable. No com- 
mitment lasts lorig enough to reach the point of no return, All things ... 
are until further notice and disposable. A spectre hovers over ... the mod- 
ern world ... the spectre of redundancy (Bauman, 2004, 96-7). 


The disposable society is a society of wanton waste — of things that have 
planned obsolescence rather than being built to last, of mounting lev- 
els of personal debt that mortgage the future to satisfy the transient 
hungers of the present, of flexible labour that makes corporate loyalty 
redundant and of speed-dating and instant messaging that replace inti- 
mate conversation and lasting relationships. The disposable society is 
also a society in which policies pander to opinion polls and appear- 
ances, driven by the need for instant impact and quick-fix results. As 
disposable policies are repeatedly outstripped by their more fashion- 
able successors, they waste resources, human energy and people’s time. 
Short-term achievement targets in England and Ontario and demands 
for signs of Adequate Yearly Progress in America are the epitome of 
wasteful, unsustainable policies that cultivate and capitulate to crav- 
ings for instant political gratification. Sustainable leadership resists 
these cravings. It is driven by an urgent need for immediate action but 
also by the ability to defer gratification for results in order to fulfil the 
moral purpose of authentic, lasting and widespread success. 


In summary, leaders develop sustainability by how they approach, commit 
to and protect deep learning in their schools; by how they sustain them- 
selves and others around them to promote and support that learning; by 
how they are able and encouraged to sustain themselves in doing so, so 
that they can persist with their vision and avoid burning out; by how they 
try to ensure the improvements they bring about last over time, especially 
after they themselves have gone; and by how they promote and perpetu- 
ate ecological diversity rather than standardized prescription in teaching 
and learning within their schools. Sustainable leadership also defers gratifi- 
cation, respects the past, scans and monitors the environment, and 
engages with it in an urgent and activist way. 

Most leaders want to do things that matter, to inspire others to do it with 
them and to leave a legacy once they have gone. Leaders sometimes let 
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their schools down. So do the systems in which they lead. Sustainable lead- 
ership certainly needs to become a commitment of all school leaders. If 
change is to matter, spread and last, sustainable leadership that stretches 
across many leaders must also be a fundamental priority of the systems in 
which leaders do their work. 
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globalization, age, of 185-6 

goals, motivational 46-7 

goodwill, developing 63 

Greenhouse Schools 176-7 

Growing Tomorrow’s School Leaders: The 
Challenge 176 


Harrah, Bill 141 

heroes/heroines, recognizing 141 

high capacity development 125, 129-30 

high stakes testing programmes 43 

high-impact leadership development 173 

historical roots, revisiting and renewing 
140 

‘holding environment’ 129 

home schooling 158 


human level, ethical enactment 75, 80, 
Sif 

human resource frame 135 

Hunger of Memory 142 


implicit knowledge 98 
In Search of Excellence 40 
in-house leadership development 175 
inbound knowledge 189 
indirect effects, leaders’ actions 94, 95 
individualized consideration 44 
information, as ammunition 137 
innovation 159, 160, 185 
insecurity 186 
inspirational leaders 193 
instructional leadership 47, 99 
instructive development 125, 126 
integrity of knowledge 76~7 
intellectual stimulation 45 
intelligence see collective intelligence; 
emotional intelligence; multiple 
intelligences; strategic intelligence 
intentionality 55 
intentionally disinviting 58 
intentionally inviting 59-60 
inter-organizational strategic alliances 
161-2 
interdependence 61 
International Leadership Academy 145 
interpersonal activities, development of 
leadership talent 176 
interpersonal intelligence 29 
interpretation 76 
intervention points, determining 
effective 20-2 
intrapreneurs 160-2 
intrapreneurship 24 
invitational helix 69-72 
invitational leaders, role 54 
invitational leadership 53-72 
areas of focus 56-8 
areas of inviting 
invite oneself personally 60-1 
invite oneself professionally 61-2 
invite others personally 61 
invite others professionally 62 
assumptions 55-6 
foundations 54-5 
levels of functioning 58-60 
plus factor 60 
strategies 62-72 
invitations 
completing 65 
definition 56 
ensuring delivery 64 
handling rejection 64-5 
making attractive 64 
negotiating alternatives 64 
reaching a variety of people 63-4 
reflecting on process 65 
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inviting 
concepts of 56 
skills, craft and art of 62-3 


job satisfaction 45 


key events, celebrating 142 
knowing when/what/how and what not 
to do 21 
knowledge 
co-construction of 99 
inbound 189 
integrity of 76-7 
outbound 189 
see also craft knowledge; self-knowledge 
knowledge-based organizations 192 


‘lavish communication’ 31 
leader development 169 
leaders 
encouraging the ones we need 144-5 
inspirational 193 
perceived as anonymous managers 186 
as politicians 136-9 
see also educational leaders; 
entrepreneurial leaders; ethical 
leaders; invitational leaders; strategic 
leaders; symbolic leaders 
Leadership 79 
leadership 
crisis of 184-6 
defining 15 
distinctions between management and 
101, 168-9 
emergent 169, 170f 
instructional 47, 99 
learning 106-7 
nurturing potential 176-8 
prescribed 169, 170f 
succession 167, 189-91 
talent 
activities relevant to development of 
175-6 
assessing 176 
see also constructivist leadership; 
entrepreneurial leadership; 
invitational leadership; learning- 
centred leadership; school leadership; 
strategic leadership; sustainable 
leadership; transformational 
leadership 
leadership capability 173-4 
leadership capacity 121-31 
leadership development 166-81 
approaches to 175~9 
best practice in 175 
conceptual model 169, 170f 
defined 168-70 
developmental experiences with impact 
173, 174f 
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effective methods 173-4 
high-impact 173 
interest and growth in 166-7 
national framework for 172 
need for a concurrent view of 13-14 
programmes 170-1, 173 
succession planning 167 
Leadership Orientation 135 
Leadership and Performance beyond 
Expectations 39 
learners, adult 172-3 
learning 
adult 174 
constructing 99 
constructivist 113-14, 115-17 
ethical enactment 76 
leading 105-7 
organizational 34, 47-8, 106 
prioritization 25-6 
sustaining 187-8 
understanding 104-5 
see also self-learning; strategic cycle of 
learning 
learning centres, classrooms as 103 
learning communities 47-8, 103-4, 192, 
194 
learning culture, developing 179, 180f 
learning networks 106 
learning-centred leadership 91-109 
beliefs and assumptions 92-4 
implications 104-9 
making a difference in the classroom 
94-101 
school structures and systems 101-4 


Management 
concept of frames 135-6, 139 
distinctions between leadership and 
101, 168-9 
the myth of modern 134-5 
management-by-exception 45 
managerial practice, entrepreneurial 
leadership as 162 
managers, leaders perceived as 
anonymous 186 
mapping 136-7 
mental maps 18 
mental models 27 
mental pictures 142-3 
mentoring 173 
metaphors, speaking in 142-3 
mission statements 57 
modelling 95-6, 100 
modern management 134-5 
monitoring 96-7, 100 
moral engagement 116 
moral leadership 79-80, 189 
moral purpose 16 
motivation 18, 19, 20, 46, 153-4 
Multifactor Leadership Questionnaire 45 


multiple intelligences 29 
multiple sources of revenue, 
encouragement of 157 


National Association of Secondary 
Principals (NASSP) 184 
National College of School Leadership 
(NCSI) O15 94) 02 siGG=7 
national framework for leadership 
development 172 
Research and Policy Group 92 
Success and Sustainability study 14, 15, 
16, 17-18, 24 
networked learning communities 194 
networks, personal and professional 27-8 
non-compliance, invitational leadership 
67-8 
non-school perspectives, transformational! 
leadership 44-5 


occasional interest, inviting change 
69-70 
Office for Standards in Education 92-3 
‘on show’, being 96 
opponents, befriending 138 
optimism 55, 185 
Oral articulation 17, 34 
organizational activities, development of 
leadership talent 175 
organizational cultures 25, 31, 48, 103, 
139-40, 160 
organizational learning 34, 47-8, 106 
organizations 
aligning to strategy 18-20 
entrepreneurial 160 
as factories, families, jungles and 
temples 135-6 
knowledge-based 192 
neglect of symbolic side of 140 
origins of transformational leadership 
40-1 
redesigning 47-8 
Strategic 19-20 
strategy as concerned with broad major 
dimensions of 14 
that foster entrepreneurial activity 
161-2 
outbound knowledge 189 
outcomes, defining desired 18 


‘pacing and leading’ 126 
participation 18, 19-20 
passive management-by-exception 45 
the past, respect for 197-8 
patience 198-9 
people 
aligning to strategy 18-20 
developing 47 
invitational leadership 56-7, 63-4 
people wisdom 29-31 
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perceptual tradition 55 
periodization of change 185-6 
perseverance 155 
personal activities, development of 
leadership talent 176 
personal networks 27-8 
personal preparation, invitational 
leadership 63 
personal success 154 
perspective, strategy as 14 
pervasive adoption, inviting change 71-2 
places, invitational leadership 57 
planned continuity 190 
planned discontinuity 190-1 
planning processes 
importance of 102 
see also strategic planning; succession 
planning 
plus factor, invitational leadership 60 
poetic leadership 139-43 
policies 
invitational leadership 57 
leaning-centred leadership 102 
political frame 135 
political leadership 136-9 
power, transformational leadership 38 
power base, consolidating 137 
preference 66 
preparation, invitational leadership 63 
prescribed leadership 169, 170f 
presence 83-9 
proactive responsibility 84, 85 
problem-solving 124 
procedural wisdom 30f, 32-3 
processes, invitational leadership 58 
professional conversations 99 
professional development 172-3 
professional dialogues 100 
professional knowledge, co-construction 
99 


professional learning communities 47-8, 
103-4, 192 
professional networks 27-8 
programmes, invitational leadership 57 
psychological contract 20 
pupil learning 105 
purpose 
constructivist leadership 115f, 116 
establishing 47 


qualities 107-8 
quasi-markets 42 


rational-technical approaches 144 

reading situations, invitational leadership 
64 

reciprocal effects, leaders’ actions 95 

reciprocity 115-16, 129-30 

recruitment and retention, crisis of 184-5 

reflection, ethical 85-9 
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reform, educational 42-4 

Research and Policy Group (NCSL) 92 

resourceful, leadership as 195 

Tespeetasr lo, 197-8 

responsibility 83-9, 124 

responsible leadership 187 

restlessness with the present 25 

restructuring 37, 42, 137-8 

revenue, encouragement of multiple 
sources I!57 

revenue centre organizations 161 

The Rise and Fall of Strategic Planning 135 

risk tolerance 154-5 

rituals, convening and encouraging 
141-2 

Rule of the Six Cs 66-9 


school cultures 48, 103 
school effectiveness 13 
school effectiveness research 92 
school improvement 13 
shared theory of action 122-3 
sustainable 188, 198 
school leaders 
essential tasks 100f 
making a difference in classrooms 
94-101 
skills and qualities 107-8 
school leadership 
adult learning about 174 
focus on student development 91-2 
professional learning and implications 
for 104-9 
Sulecessiml: 7a 
school-based perspectives, 
transformational leadership 45-6 
schooling, and entrepreneurialship 157-9 
schools 
periodization of change 185-6 
restructuring 37, 42 
structures and systems 101-4 
transformational leadership in 41-4 
self-concept theory 55, 62 
self-control 67 
self-evaluation 34 
self-knowledge 98 
self-learning 26 
self-organization 127, 129 
self-talk 61 
shared values/beliefs 31, 124 
skills 107-8 
social contract 39 
social forces, and entrepreneurial 
leadership 157 
social justice 193-4 
social scientists, view of entrepreneurial 
leaders 154-6 
staff learning 106 
standardization, age of 185-6 
stories, telling 143 
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strategic abandonment 21-2 
strategic alliance formation 161-2 
strategic approaches, developing a 
repertoire of 23-4 
Strategic architecture 18 
strategic capability 19, 22-3 
strategic change 20, 27 
strategic conversations 18, 19, 33 
strategic intelligence 29-32 
Strategic intent 24, 33 
Strategic leaders 
activities 15-23 
characteristics 25-8 
need to be people-focused 28 
strategic leadership 13-35 
nine point model 15-34 
Strategic leap 25 
strategic learning cycle 32-3 
strategic motivation 18, 19, 20 
Strategic participation 18, 19-20 
Strategic perspective 19 
strategic planning 23-4, 29, 33, 135 
strategic processes 33 
strategic thinking 14, 25-6, 31 
strategic timing 20-1 
strategy 
aligning people and organizations to 
18-20 
approaches to implementing 23-4 
decentralized 24 
definition 14 
emergent 24 
entrepreneurial organizations 160 
function of 15, 16f 
necessity of understanding 26 
reviewing process of 34 
translating into action 17-18 
structural articulation 17 
structural frame 135-6 
structure, as a political asset 137-8 
success and Sustainability: developing 
the strategically focused school 
UNCS i) sa is 16) 17 185 24 
succession, of leadership 167, 189-91 
succession fatigue 190 
succession planning 167, 190-1 
supply-increasing forces, and 
entrepreneurialship 157 
sustainability, environmental approach to 
186-7 
sustainable leadership 183-200 
as activist 196 
environmental diversity and capacity 
195-6 
importance 187-8 
leadership success 189-91 


as patient 198-9 
as resourceful 195 
respect for the future and the past 
197-8 
as socially just 193-4 
sustaining the leadership of others 
191-3 
ten principles 187f 
as vigilant 196-7 
symbolic frame 139 
symbolic leaders 143 
systemic application, inviting change 70-1 


tacit knowledge 98 
talent (leadership) 175-6 
teacher evaluation schemes 78 
teacher experience, leadership and 
management 93 
teacher learning 106 
teacher perceptions, of leadership 186 
teacher-leader dialogues 99 
technology 118, 173 
template, strategy as a 14 
theories of action, shared 122-3 
time framework, considering strategy 14 
timing 20-1, 137 
tolerance for risk 154-5 
transactional dimensions, successful 
leadership 45 
transactional ethics 79 
transformational ethics 79 
transformational leadership 37-49 
effects of 48 
origins of 38-9 
academic 39-40 
practical/organizational 40-4 
practices associated with 44-8 
transitional development 125, 126-8 
‘tree’ analogy 22 
{lUStss, 6s, lac 
trust-building capabilities 20 


unintentionally disinviting 59 
unintentionally inviting 59 


value-based, being 116-18 
values 
underpinning moral purpose 16 
see also cultural values/beliefs; shared 
values/beliefs 
verbal compliance, when conferring 67 
vigilance 196-7 
visioning 29, 47 


Whale Rider 192 
written articulations 17, 34 
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Praise for the first edition: 


‘At the very time when leadership is recognized as the key to sustainable reform [this 
book] is right on the mark. This is a comprehensive, powerful treatment of all core 
elements of new leadership from the ethical to the political, from the emotional to the 
entrepreneurial. A must-have compendium for those grappling with the present and 
future of school leadership.’ 


‘The jewels in the book are the opening and closing chapters by Brent and Barbara 
Davies on “strategic” leadership, and by Andy Hargreaves on “sustainability” leadership. 
The book is worth buying for those alone, and for Geoff Southworth’s reflective, practical 
piece on “learning-centred” leadership. This is one for the staffroom library. 


Building on the success of the first edition, this book provides a focused up-to-date 
introduction to the current themes and dimensions of educational leadership through 
contributions from some of the leading authors in the field. 


Each chapter introduces the reader to a key aspect of leadership. This new edition 
has been fully updated to include recent developments, new chapter summaries and 
further reading, and a new chapter on Developing Leadership. 


Written in an accessible style, this book is essential reading for school leaders who 
wish to have a better understanding of their leadership role. it is also suitable for 
Masters/Doctoral students worldwide, and will give those on professional development 
courses a valuable insight into school leadership. 


| is Professor of Leadership Development at the University of Hull (UK] 
and has written 21 books in the field of school leadership. He works extensively with 
school principals worldwide on developing strategic leadership. 
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